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Abstract
Teachers should oversee and provide each of their students with a high-quality educational
experience during the short time they are serving the student. Moreover, teacher stress has a
significant role in how teachers perform in their classrooms and often creates a substantial
challenge for the campus leader to ensure that teachers perform adequately in the classroom. The
purpose of this qualitative case study was to understand how campus leaders perceive their role
in the management of teachers and what, if any, strategies are being implemented to address
teacher stress. Furthermore, the study was centered on a prequestionnaire and individual
interviews, including campus leaders who shared their perceptions and actions regarding teacher
stress management. The sample population consisted of five elementary and five secondary
campus leaders within one school district in Texas. The findings revealed that campus leaders
perceived the following stressors to be significant contributors to teacher stress: parents, time,
learning management systems (Canvas), and campus culture. In addition, the findings revealed
that campus leaders were managing teacher stress by listening, managing the impact of teacher
stress, and using incentives and programs.
Keywords: teacher stress, campus leaders, stress management, teacher attrition
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Chapter 1: Introduction
Over the last decade, an increasing number of teachers have left the U.S. public education
sector. Carver-Thomas and Darling Hammond (2017) reported that 10% of teachers leave the
classroom annually. In a statewide report conducted by the Texas Education Agency (TEA),
teacher attrition rates for the 2018–2019 school year were 21% for first-year teachers and 17% for
post-first-year teachers (TEA, 2020). Teachers leaving the profession are creating a difficult
burden for educational leaders to continue to replace quality teachers.
Teachers frequently experience high levels of stress that potentially lead to high rates of
teacher turnover. Stress is a basic and common cause of high teacher turnover rates (Fisher, 2011;
Kadi et al., 2015), and it is evident that stress is harming the health and overall well-being of
teachers (Kadi et al., 2015; Swartz & McElwain, 2012). Multiple studies on the impacts of mental
stress among teachers revealed that stress is initiated by the specific features of job demands such
as disruptive behavior, poor leadership, and high-pressure performance ratings (Dupriez et al.,
2016; Hanushek et al., 2016; Prilleltensky et al., 2016; Sass et al., 2012). In addition, burnout is
defined as “a syndrome conceptualized as resulting from chronic workplace stress that has not
been successfully managed” (World Health Organization, 2019, para. 2). Burnout was recently
included in the 11th revision of the International Classification of Diseases as an occupational
phenomenon (World Health Organization, 2019, para.1). The increasing teacher burnout rate is
creating an unhealthy work environment for all teachers (Prilleltensky et al., 2016). In addition,
teachers who remain in the profession are often being tasked with a greater workload due to staff
changes and frequent additions to their job responsibilities.
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Leadership and Its Relationship to Teacher Stress
In public education, there is a combination of complex factors that contribute to stress.
Research indicates that one of the chief factors that contribute to teacher stress is a lack of
management support that can help teachers cope with and manage stress induced by the demands
of teaching (Greenberg et al., 2016). For example, Akman (2016) examined 426 teachers to
determine if there was a correlation between destructive leadership and teacher burnout. This
quantitative study revealed that teacher burnout significantly correlates to ineffective and
destructive leadership exhibited by campus administrators. Akman (2016) defined destructive
leadership as a specific leadership style that leads to negatively affecting the behavior and culture
of an organization. Part of teachers’ substantial amount of daily stress experienced related to lack
of support offered by campus leaders (Greenberg et al., 2016). To effectively manage teachers’
stress, a clear understanding of the role of leaders in teachers’ stress management is needed (Allen
et al., 2015; Greenberg et al., 2016).
Negative Effects of Teacher Stress
While teacher stress can potentially have a positive impact on teacher performance, the
main connection is that teacher stress negatively impacts teacher and student performance
(Greenberg et al., 2016). Teacher stress is negatively associated with the following: engagement,
financial consequences, student achievement, and overall health. While there are many stressors
in teaching, the following are the most prominent in research and tend to have the greatest impact
on the individual teacher.
Lack of Engagement
Consistently high teacher stress leads to a high level of disengagement in teaching, thus
impacting overall job performance. A research study conducted by Gallup (2014) of more than
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7,200 K–12 teachers revealed that 70% of teachers are not engaged in their work. Engaged was
defined as “involved in, enthusiastic about, and committed to their work” (Gallup, 2014, para. 2).
This is important because the lack of engagement among teachers allows teachers to become
actively disengaged and potentially spread negativity to their coworkers (Gallup, 2014). The
increasing number of teachers becoming disengaged in their work potentially damages the
positive campus culture and climate established. The resulting disengagement has the potential
impact of negatively influencing staff members, but the students are also the potential targets of
teacher disengagement (Hanushek et al., 2016). This was demonstrated in a Gallup study of
78,000 students that showed engagement levels as being directly related to student achievement
outcomes (Gallup, 2014). Teacher disengagement negatively impacts students’ opportunities to
experience quality and meaningful instruction, thus providing a negative experience for the
students that could potentially be detrimental to the value of education perceived by students.
Financial Consequences
High teacher attrition bears high financial costs to the Texas public education system. In
the United States, teacher turnover is estimated to cost school districts over $7 billion annually
(Bowman, 2018; Greenberg et al., 2016), which is equivalent to the cost of funding education for
an estimated 600,000 students (Kadi et al., 2015). With an estimated annual rate of 17% of
teachers in the state of Texas leaving the profession annually (TEA, 2020), school districts are
inheriting financial burdens for the amount of money spent on recruiting and replacing teachers
leaving the profession. This unproductive use of financial resources on teacher turnover wastes
large amounts of money that could potentially be used to improve to overall school climate and
student achievement.
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Effects on Student Achievement
Financial consequences are not the only result of teacher turnover; student learning is
negatively impacted by teacher turnover as well. Campus leaders often struggle with replacing
quality teachers who experience burnout with highly qualified candidates due to a shortage and
small-time frame to replace the previous teachers, thus negatively impacting student achievement
and growth (Greenberg et al., 2016; Hanushek et al., 2016; Kadi et al., 2015). For example,
students are more likely to experience academic and social success under the guidance of
experienced teachers (Hanushek et al., 2016). The turnover of teachers negatively impacts student
achievement by establishing an inconsistency among teachers regarding high expectations of
student achievement due to the fluidity of teachers (Kadi et al., 2015). The fluidity of teachers
leaving the classroom results in a gap between teacher expectations and the actual growth
students experience. This is important because Fisher (2011) asserted that teachers are the most
critical piece of the educational process due to their effect on student achievement and that they
are difficult to replace largely due to their ability to understand the whole child. With an
inadequate number of teachers returning to classrooms due to stress and burnout, students are
becoming the victims of this rising concern of teacher attrition.
Effects on Teachers’ Health
Multiple studies have indicated that unaddressed teacher stress negatively impacts
teachers’ overall performance and well-being to the point of being harmful to teachers’ health
(Greenberg et al., 2016). Greenberg et al. (2016) suggested that physical and emotional responses
occur when demands on teachers do not equal their abilities to cope with stress. In a survey given
to teachers across the United States, it was determined that teaching was one of the most stressful
occupations due to the complexity of demands and lack of support from their leadership and
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community (Gallup, 2014; Shen et al., 2015). In a large-scale survey of 600,000 participants, the
Gallup-Healthways Well-Being Index (Gallup, 2014) was administered in the United States to
measure the percentage of workers in 14 different professions who admitted to experiencing high
stress. In this study, teachers tied with nurses as having the leading most stressful occupations on
a daily basis (Gallup, 2014). The study revealed that on a daily basis, teachers are more stressed
than medical doctors, salespeople, and people in managers or executive roles (Gallup, 2014;
Greenberg et al., 2016). The large amount of stress that goes unmanaged regarding teacher stress
has proven to have short- and long-term health complications (Greenberg et al., 2016).
Statement of the Problem
U.S. elementary and secondary teachers in public education are experiencing high levels
of stress and job burnout (Podolsky et al., 2017), contributing to a high amount of teacher attrition
in the field. Greenberg et al. (2016) found that 46% of teachers experienced high stress daily
throughout the school year, which significantly contributed to 17% of new teachers leaving the
profession in their first 5 years (U.S. Department of Education, Institute of Education Science,
2015). Numerous factors contribute to the significant amounts of stress and burnout experienced
by teachers, including a demanding workload, physical strain, mental exhaustion, emotional
stress, state-mandated testing, low compensation, and destructive leadership (Akman, 2016). The
mental stress teachers encounter can potentially lead to long-term physical and mental health
issues, thus negatively impacting their quality of life while teaching and post teaching (Dupriez et
al., 2016). Stress and burnout not only negatively impact the well-being of teachers but also
negatively impact student achievement (Greenberg et al., 2016).
Leaders play an important role in directly and indirectly helping employees manage stress
and understand what stress is and how it affects organizational members (Stickle & Scott, 2016).
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Leaders of corporations commonly acknowledge and address stress, resulting in positive
outcomes for their organizations. For example, Thiel et al. (2015) found that leaders who display
empathy after emotional events helped to reduce stress for employees. Similarly, leaders who are
diligent in addressing stress through wellness training and a variety of other methods assist in
decreasing stress among members (Stickle & Scott, 2016). Although numerous leader-driven
initiatives are present in corporations to enhance wellness and minimize stress (Janssen et al.,
2018), the U.S. Department of Health and Human Services reported that only 26% of public
schools in the United States offer stress management services for teachers (Greenberg et al.,
2016). However, it is unclear how educational leaders perceive their role in addressing stress
management of teachers and what, if anything, they are doing to help teachers manage their stress.
Educational leaders have experimented with mentoring and induction programs, workplace
wellness programs, social-emotional learning programs, and stress management programs
(Greenberg et al., 2016).
Purpose of the Study
The purpose of this qualitative, holistic, and exploratory single-case study was to
understand what campus leaders perceived their role in managing teacher stress to be and what, if
any, strategies they were implementing to help teachers manage their stress. A case study design
was selected because it allowed me as the researcher to investigate a phenomenon within its realworld context, construct a setting that provided valuable insight and data into how campus leaders
perceive their role in managing stress, and determine which effective strategies are being
implemented (Baxter & Jack, 2008; Kemparaj & Chavan, 2013).
A purposeful sample of 10 participants (five elementary and five secondary principals)
was selected, as recommended by Kemparaj and Chavan (2013), from campus leaders who had
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served 1 or more years in their current role as a campus principal, associate principal, or assistant
principal in a northeast Texas school district comprising 23 campuses and administered by 52
campus leaders. Campus leaders participated in face-to-face semistructured interviews with the
researcher. Data from study participants were gathered through interviews that explored how
campus leaders perceive their role and what, if any, strategies were being implemented. After the
data were collected, they were transcribed and coded. A thematic analysis was conducted, and the
data were organized into common themes and categories (Kemparaj & Chavan, 2013). By
determining how campus leaders viewed their role and their strategies of managing stress, future
research could contribute to education by providing insights to campus leaders regarding the
promotion of stress management and encouraging wellness programs for teachers.
Research Questions
RQ1: How do elementary and secondary campus leaders perceive their role regarding the
management of mental stress among teachers?
RQ2: What strategies, if any, are elementary and secondary school leaders implementing
to help teachers manage stress?
Definition of Key Terms
Burnout. Burnout is a debilitating psychological condition brought about by unrelieved
work stress (Freudenberger, 1974; Gilham, 2014).
Campus leaders. Campus leaders include roles such as principals, associate principals,
and assistant principals within a campus-based setting (Ediger, 2014).
Canvas. Canvas is a learning management system that supports online learning and
teaching (Instructure, n.d.).
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COVID-19. COVID-19 is an acute respiratory illness in humans caused by a coronavirus.
It was originally identified in China in 2019 and became a pandemic in 2020 (Oxford Languages,
2020).
Stress. Stress is a nonspecific response of the body to any demand for change (American
Psychological Association [APA], n.d.b).
Stress management. Stress management is an intervention to minimize problems in the
work environment and help employees cope with stressors from the demands of the job (Glazer &
Liu, 2017).
Texas Academic Performance Reports (TAPR). TAPR is an annual report released by
the TEA for each school district and campus in Texas that summarizes student performance by
student groups and socioeconomic status with extensive information on staff and students (TEA,
n.d.).
Trigger. Triggers are specific events, memories, experiences, and feelings that can
potentially elicit a response (Hargrove et al., 2011).
Turnover. Turnover involves professionals leaving their profession completely for
another profession (Hanushek et al., 2016).
Summary
Teaching is commonly viewed as one of the most stressful professional occupations
(Greenberg et al., 2016) because teachers experience high amounts of stress that are potentially
mismanaged. There is a lack of clarity about how campus leaders perceive their role in helping
teachers to manage their stress and a lack of understanding of what, if anything, they are doing to
improve the problem. Therefore, the purpose of this qualitative, holistic, and exploratory singlecase study was to understand perceptions of school campus leaders regarding their role in
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managing teacher stress and which strategies are being implemented in a northeast Texas school
district. The framework of the study was used to identify and articulate common themes that exist
regarding campus leaders’ management of teacher stress. The outcome of the study is to inform
and educate current and future campus leaders to better manage the stress that teachers do and
will encounter.
In the following chapter, literature is reviewed to present the general concept of stress and,
specifically, the reasons and outcomes of teacher stress. In addition, the review establishes an
understanding of some strategies for managing stress and the purpose of stress management. In
the review of literature, an understanding emerges that campus leaders have an important role in
managing the overall climate and performance of a campus, thus impacting how the campus
leader could potentially influence the management of teacher stress.
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Chapter 2: Literature Review
The general problem addressed in this study was that elementary and secondary teachers
in public schools in the United States and specifically Texas are experiencing high levels of stress
and job burnout (Podolsky et al., 2017), which has led to high teacher attrition (Dupriez et al.,
2016). In a 2018 national survey, teachers articulated that campus administrators often overlook
the impact stress has on their overall well-being (Ansley et al., 2018), but a review of the
literature indicates that it is unclear how campus administrators perceive their role in managing
teacher stress (Greenberg et al., 2016). The purpose of this study was to examine what campus
leaders perceived as their role in managing teacher stress and to determine what strategies they
were implementing to help teachers manage stress.
This review of literature provides a general overview of stress, an in-depth look into the
causes and effects of teacher stress, ways organizations and leadership manage stress, and what
steps administrative leaders take to help teachers manage stress. This chapter begins with the
history of research on stress and is followed by the definition of stress, the four categories of
stress, and the individualized response to stress. In addition, a conceptual framework of
preventive stress management, transformational leadership, and teacher attrition is presented. It is
followed by an overview of occupational stress and the effects on employees. This review of
literature also provides an overview of teacher stress, the causes of teacher stress, and the effects
of teacher stress on schools and student performance. Additionally, a review of the strategies of
coping and managing stress, organizational interventions to manage stress, and a specific look
into strategies and managing teacher stress is included. The role of educational campus leaders in
managing teacher stress was reviewed and analyzed.
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A thorough search was conducted using the Abilene Christian University Library, Google
Scholar, and Google Search. A combination of search terms was used, such as campus leadership,
consequences, coping with stress, educator, educational leader, financial, indicators,
interventions, job stress, K–12 teacher, leader, management, organizational stress, primary,
responsibilities, secondary, stress, stress management, and teacher.
Conceptual Framework
This study was guided by a conceptual framework. These frameworks provided a
grounding base, or an anchor, for the literature review and most importantly the methods and
analysis (Grant & Osanloo, 2014). The two theories that guided this research were preventive
stress management theory and transformational leadership theory. The concept of teacher attrition
and its relationship to stress was also the foundation for the study.
Preventive Stress Management Theory
The conceptual framework of this study was based on the theory of preventive stress
management (TPSM; Quick & Quick, 1979), which includes the process of preventive
organizational stress management.
The stressors for teacher stress include classroom management, state-mandated testing,
destructive leadership, and curriculum design. Primary prevention aims at reducing stressors,
while secondary prevention focuses on strategies and supports aimed at moderating teacher stress.
Stress responses consist of distress and eustress; therefore, tertiary intervention occurs, resulting
in teacher burnout, teacher turnover, and a decrease in student achievement.
Transformational Leadership Theory
In this study, I used the theory of transformation leadership as a conceptual framework
that helped to guide this study. Bass (1990) stated,

12
The theory of transformational leadership occurs when leaders broaden and elevate the
interests of their employees when they generate awareness and acceptance of the purposes
and mission of the group, and when they stir their employees to look beyond their own
self-interest for the good of the group. (p. 21)
The transformational leadership theory focuses on four key characteristics such as charismatic,
inspirational, individual considerations, and intellectually stimulating (Bass, 1990). These four
factors are the distinctive difference between a leader being transformational or transactional.
Transformational leaders are often viewed as more effective by employees versus transactional
leaders by establishing better relationships, thus creating an environment where employees exert
more effort on behalf of their manager (Bass, 1990).
A transformational campus leader focuses on modeling the four pillars of the transactional
leadership theory as an effort to decrease teacher stress. First, idealized influence is modeled by
the campus leader clearly articulating their expectations and areas of focus for the campus to
improve and establish an understanding of potential stressors for teachers. Second, the campus
leader can practice intellectual stimulation by diligently and effectively approaching problems
that create or increase teacher stress on the campus by making intelligent and rational decisions
for all stakeholders. Third, the campus leader can model an individualized approach to managing
teacher stress by getting to know and understand the root causes of individual teachers’ stressors.
Last, the campus leader can do the fourth and final pillar of transformational leadership:
inspirational motivation. In addition, the campus leader can inspire the teachers and other
members of the campus to achieve new pinnacles.
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Concept of Teacher Attrition
The concept of teacher attrition focuses on why teachers decide to leave the profession for
other career opportunities. Teacher attrition is often considered to be one of the biggest
contributors to the national teacher shortage in the United States (Carver-Thomas & DarlingHammond, 2017; Geiger & Pivovarvoa, 2018). In addition, Geiger and Pivovarvoa (2018)
explained, “The leading causes of teacher attrition are low salaries, quality of teacher preparation
programs, overwhelming workload, and poor work conditions” (p. 604). Researchers such as
Darling-Hammond and Ingersoll have paved the way for future researchers to investigate the
cause and effect of teacher attrition and the overall impact it can have on the educational system.
In addition to establishing an understanding of teacher attrition, Darling-Hammond and Ingersoll
contributed to a variety of solutions causing teacher attrition, such as teacher preparation
programs, advocating for teacher compensation, and coaching campus leaders on how to develop
and maintain effective teachers on their campus (Carver-Thomas & Darling-Hammond, 2017;
Ingersoll, 2001).
Teaching is a stressful profession. The amount of stress a teacher experiences is directly
related to teacher attrition. Research on attrition identifies burnout as the main reason for teachers
deciding to leave the field (Brunsting et al., 2014; Emery & Vandenberg, 2010; Shen et al., 2015).
Maslach and Jackson (1981) stated that burnout occurs when teachers undergo stress for
prolonged periods of time and begin to experience feelings of emotional exhaustion,
depersonalization, and a loss of personal accomplishment. Educators should seek to find ways to
cope and manage their stress, or their effectiveness will be limited and their careers will be short
(Hester et al., 2020).
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Understanding the causes of teacher attrition is important to my study because the causes
of teacher stress are related to stress. Determining what stressors cause teacher attrition can help
administrators attempt to alleviate that stress, thus reducing teacher attrition. For campus leaders
to have the ability to manage teacher stress, they must first understand what causes teacher stress
and the potential impact of the stress. Accepting the causes and preventions of teacher attrition
will help direct the study in the direction of what campus leaders perceive as their role in regard to
managing stress and what, if any, strategies they are using to accommodate the negative impact of
teacher stress.
Research on Stress
Seminal research on stress began with a narrow focus on the physiological processes of
stress (Robinson, 2018). Selye coined the term stress during medical training at the University of
Montreal in the 1920s when he noticed that all patients, regardless of their diagnosis, shared a
distinguishing characteristic of looking sick (Centre for Studies on Human Stress, 2019;
Robinson, 2018). Selye’s definition of stress was based on the relationship between stress and
physiological illness and the idea that stress impacts all individuals the same way (Robinson,
2018). Selye’s first definition of stress was “the non-specific response of the body to any demand
for change” (American Institute of Stress [AIS], 2019, para. 1). In the early stages of stress
research, not all agreed with Selye’s views of stress as a nonspecific phenomenon. Many early
stress researchers such as Osler, Cannon, James, and Yerkes established the foundation and ideas
that have resulted in the modern study of stress (Centre for Studies on Human Stress, 2019;
Robinson, 2018).
Selye’s stress research was based on the experiences of soldiers returning from World War
II, which forced researchers to work together to assist in helping to understand the biological
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impact of psychological stress (AIS, 2019; Robinson, 2018). In 1946, Selye created a stress model
known as the General Adaptation Syndrome (GAS) process, which catalogs the responses of the
body to stress, such as alarm, resistance, and exhaustion (Lucille, 2016). Selye’s GAS model
process starts with the stage of homeostasis, where the body’s response to stress and resistance to
it is stable. Next, the alarm stage, often referred to as the fight-or-flight response, is when the
body responds to threat or danger (Centre for Studies on Human Stress, 2019; Lucille, 2016;
Robinson, 2018). The resistance stage focuses on the nervous system’s return to normal, which is
followed by the exhaustion stage, in which the body becomes exhausted and exposed to future
harm (Lucille, 2016). Selye’s overall contribution to stress research established the challenge for
all future stress researchers of identifying stressors, the impact of stress, and eventually the study
of stress and stress management (AIS, 2019; Robinson, 2018).
Lazarus (1993) argued that psychological stress involves personal meaning and emotions,
thus challenging Selye’s idea that stress impacts all individuals similarly. Lazarus introduced
cognition and subsequent emotions as pivotal factors to the behavioral response to specific
stressors (Robinson, 2018). During the 1980s, Lazarus and Folkman altered the field of stress
research by introducing coping as a mediator of stress (Lazarus & Folkman, 1987; Robinson,
2018). Lazarus and Folkman suggested that people use two types of coping styles that are highly
contextual when experiencing stress: problem-focused coping and emotion-focused coping
(Lazarus & Folkman, 1987; Robinson, 2018). Problem-focused coping is when individuals use
resources available to them to deescalate the impact of stress (Robinson, 2018), such as
collaborating to agree on more balance of expectations in the relationship when a spouse has
unrealistic expectations. In addition, if the stressor is not manageable by problem-focused coping,
Lazarus and Folkman (1987) determined that individuals implement emotion-focused coping,
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which is an attempt to prevent an internal emotional response to stressors (Lazarus & Folkman,
1987; Robinson, 2018). Emotion-focused coping often occurs when stressors are beyond a
person’s control (Lazarus & Folkman, 1987), so they engage in avoidant behavior such as denial,
distraction, procrastination, and distancing themselves from others (Robinson, 2018). During the
1980s and 1990s, Lazarus further developed theories of coping strategies as a mediator, thus
allowing future stress researchers to expand on the connection between stimuli that cause stress,
appraisal of the situation, and response to stress (Robinson, 2018).
The evolution of stress research has produced many theories over the last 100 years that
define and explain the impact of stress on an individual’s health and overall well-being. Today, it
is widely accepted that stress pervades everyday life and causes various physical and mental
health issues (Robinson, 2018). Furthermore, current stress research focuses on the
transgenerational effects of stress with a vast growth of understanding of how gene expression
can produce phenotypic changes (Robinson, 2018). Recent stress research is not confined to one
discipline. As Robinson (2018) explained, “Almost every discipline in the biological and social
sciences today has some sort of subdiscipline devoted to the study of stress, reflecting both its
relevance and mystery” (p. 341).
Definition of Stress
Stress is defined as the physiological or psychological response to internal triggers or
external stressors (APA, n.d.b). The AIS (2019) definition of stress includes reactions to both
positive and negative life events under the four categories of stress: acute stress, chronic stress,
eustress, and distress.
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Acute Stress
Acute stress is a psychological condition that can occur immediately or later in time after
exposure to a traumatic trigger (APA, 2019). The term acute stress originated during World War I
to identify individuals who could potentially develop posttraumatic stress disorders from being
exposed to traumatic events (AIS, 2019). Acute stress includes stress resulting from novelty,
unpredictability, a threat to the ego, and a sense of control (Centre for Stress of Human Studies,
2019). For example, acute stress can originate from current or past events such as a near-death
experience, threat to physical or emotional well-being, and personal fears. Symptoms from acute
stress can develop immediately or any time after an individual experiences a traumatic event
(LeBlanc, 2009; Webster et al., 2016). While experiencing acute stress, one’s heart rate can
increase, and there may be strong contractions to the heart muscle, increasing the amount of blood
being pumped to different parts of the body and potentially elevating blood pressure (APA, 2019).
Moreover, acute stress is the cause of what is often referred to as the fight-or-flight response,
during which the body prepares to defend itself and experience the stages of the stress response:
alarm reaction, resistance, and exhaustion (AIS, 2019; Lucille, 2016; Robinson, 2018). Moreover,
once the episode of acute stress passes, the body returns to the state it was in before the acute
stress experience (APA, 2019).
The individual factor that is associated with the impact of acute stress can harm one’s
emotional and psychological well-being, given the personal trauma and triggers one may be
experiencing, resulting in depression, anxiety, and self-harm (AIS, 2019). With acute stress being
related to personal experience, the triggers of acute stress can impact individuals differently due
to primary experiences. The strain of acute stress, if frequent, can lead to harmful long-term
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health effects such as increased heart rate, rapid breathing, and increased blood pressure
(Yaribeygi et al., 2017).
Distress
Unlike acute stress, which is the result of infrequent stress triggers by highly traumatic
events, distress is one of the most common types of stress individuals experience in their daily life
(AIS, 2019; Hargrove et al., 2011). Distress is defined by the APA (n.d.a) as “the negative stress
response, often involving negative affect and physiological reactivity: a type of stress that results
from being overwhelmed by demands, losses, or perceived threats” (para. 1). Distress can occur
in response to daily life events that have negative connotations, such as divorce, work difficulties,
or financial problems (AIS, 2019; Hargrove et al., 2011). Distress is commonly used
interchangeably with stress when describing stress in general. Moreover, a large amount of stress
research focuses on the impact of distress, or stress, on the individual and how the body responds
to it (Hargrove et al., 2011; Yaribeygi et al., 2017).
The severity of distress often results in maladaptation, which is the failure to adjust
appropriately to one’s environment or situation (APA, 2019). The negative impact of distress
strains human psychological and cognitive performance (Cleveland Clinic, 2015; Hargrove et al.,
2011), thus resulting in a maladaptation of responding to triggers caused by distress (APA, 2019).
In addition, distress can trigger anxiety, fear, self-isolation, depression, and mood changes
(Hargrove et al., 2011). Short-term health effects of distress may include headaches, upset
stomach, problems sleeping, chest pain, and elevated blood pressure (Pietrangelo & Watson,
2017). Long-term and repeated experiences resulting in distress lead to negative consequences
such as behavioral consequences, psychological consequences, and medical consequences that
could possibly lead to chronic stress (Hargrove et al., 2011).
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Chronic Stress
Chronic stress is the physiological or psychological response to lengthy exposure to
stressors and triggers originating from distress or acute stress (APA, 2019). Chronic stress
develops from recurring distress suffered because of multiple and consistent triggers in daily life,
such as kids, jobs, everyday demands, and bills (AIS, 2019; Hargrove et al., 2011). In addition,
chronic stress can cause a disruption in many hormones, including glucocorticoids,
catecholamines, growth hormone, and prolactin (Ranabir & Reetu, 2011). Therefore, the
disruption of hormones can potentially result in wear and tear on the mind and body, resulting in
endocrine and immune disorders (Centre for Studies on Human Stress, 2019; Mariotti, 2015).
Moreover, chronic stress is commonly understood as mental or emotional strain due to
demanding circumstances individuals experience, which has the potential to lead to both negative
physical and emotional risks such as disrupted sleep and behavioral and mood changes (Bressert,
2016; Mariotti, 2015). Chronic stress disrupts sleep patterns by increasing adrenaline levels and
heart rate, which results in restlessness (AIS, 2018). The APA conducts an annual survey with the
purpose of determining how stressed Americans are and what keeps them up at night. In 2017, it
was reported that 46% of Americans lay awake at night as a result of chronic stress (AIS, 2018).
Moreover, chronic stress can potentially impact one’s behavioral actions and moods, such as
decreased contact with family, irritation, a sense of loneliness, social anxiety, and aggressive
behavior toward others (Bressert, 2016; Schneiderman et al., 2005).
Chronic stress can be linked to burnout and depression by disrupting the normal function
of the nervous system and potentially causing suicidal thoughts or self-harm in an individual
(AIS, 2019; Yaribeygi et al., 2017). Exposure to chronic stress has negative physiological as well
as psychological effects, thus establishing the mind-body connection of the impact of stress
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(Bressert, 2016; Mariotti, 2015). In addition, chronic stress can be more harmful to the mind and
body than acute stress because acute stress occurs over a shorter term (Mariotti, 2015) than
chronic stress on the body (Bressert, 2016). When individuals experience stressors and triggers
that cause chronic stress, the way one’s body responds can potentially cause the body to begin to
alternate in homeostasis, which could result in life-threatening effects and even death (Yaribeygi
et al., 2017). Moreover, chronic stress causes a significant disruption of specific immune cells in
the body (Mariotti, 2015), which ultimately impacts brain structure and function, thus potentially
fostering atherosclerosis and depression. In addition, atherosclerosis is a disease that hardens and
narrows arteries and strains the blood flow, possibly resulting in heart attack, stroke, or death
(Sathiyamoorthy et al., 2020). The resulting physical strain of chronic stress can potentially
increase headaches, heartburn, depression, insomnia, and the risk of a heart attack (Pietrangelo &
Watson, 2017).
With the evolution of stress research, the definitions of acute distress and chronic stress
have altered by focusing on specific individualized solutions versus the causes and effects over
time in early stress research. However, one idea that remains the same is that the entire body
system is impacted by stress, thus allowing for future research to benefit from understanding of
the impact of stress on individuals and established, effective strategies and methods to improve
the overall wellness and quality of life for individuals (Robinson, 2018).
Eustress
Stress is not always caused by negative triggers. The term eustress, coined by Selye
during early research on stress, explains that positive triggers such as starting a new job, receiving
a job promotion, building a home, and the birth of a child can result in “good stress,” which is
called eustress (AIS, 2019; Hargrove et al., 2011). Eustress may trigger positive responses such as
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improvement in performance and short-term memory, a sense of excitement, and achievement of
goals (Hargrove et al., 2011). Individuals use eustress as a motivator to increase their overall
well-being and achieve goals (Hargrove et al., 2011).
Biopsychosocial Definition of Stress
In the late 1970s, Engel developed the biopsychosocial model of stress (BPS), which
suggested that a person’s medical condition is not the only biological factor to consider when
analyzing the effects of stress. This model has become widely accepted and used in current
research on stress as more has been discovered about the connection between cultural, social, and
biological factors that affect stress. Engel suggested that psychological and social factors impact
the individual stress response (Kelley et al., 2019; Physiopedia, 2019). Many definitions of stress
focus on the physical, physiological, or biochemical responses that are observed or experienced
(Rith-Najarian et al., 2014). However, the biopsychosocial model explains all three components
as interacting and affecting each other (Physiopedia, 2019). The biopsychosocial model connects
the relationships between biological, psychological, and social factors to determine why an
individual is suffering from a specific health disorder (Physiopedia, 2019; Rith-Najarian et al.,
2014). The biopsychosocial explanation of stress is that external components are made of
elements in the external environment, while the internal component consists of the physiological
and biochemical factors (Kelley et al., 2019; Rith-Najarian et al., 2014). The BPS model
distinguishes between two types of stress responses: challenge versus threat responses (RithNajarian et al., 2014).
The BPS model indicates that there is an association between biological, psychological,
and social factors when one experiences stress (Kelley et al., 2019). The results of the interaction
between the three components can lead to hypertension, headaches, and gastrointestinal issues
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(Kelley et al., 2019; Rith-Najarian et al., 2014). The definition of biopsychosocial completes the
definition of stress while considering all the potential impacts stress can have on individuals
(Physiopedia, 2019; Rith-Najarian et al., 2014).
Individualized Responses to Stress
While it is evident that stress impacts everyone by altering the body’s function, stress is
largely an individualized experience (Schneiderman et al., 2005). AIS (2019) described stress as a
highly personalized phenomenon and explained that individual responses to identical stressors
and triggers can vary in identical situations (Schneiderman et al., 2005). Therefore, individuals
respond differently to acute stress, distress, chronic stress, and eustress, making a choice to
respond immediately to the stress or electing to address the stress at a later time (AIS, 2019;
LeBlanc, 2009). For example, being a police officer is often associated with high levels of stress,
but police work stressors impact police officers differently. For instance, a recent study showed
that some police officers reported that completing paperwork was more stressful than doing
“regular” duties, such as interacting with the public or making arrests (AIS, 2019).
The individualized nature of responses to stress suggests that stress can be triggered by
doing normal daily activities such as driving a car (AIS, 2019). Moreover, if a person has had
previous trauma, the response could vary based on the previous event. For example, if someone
lost a family member to a tragic event such as a car accident, the everyday task of driving a car
could trigger significant stressors for the individual while participating in what is viewed as an
everyday activity.
Occupational Stress
Occupational stress is a physiological and psychological response to events or conditions
in the workplace that is detrimental to health and well-being. It is influenced by such factors as
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autonomy and independence, decision latitude, workload, level of responsibility, job security,
physical environment and safety, the nature and pace of work, and relationships with coworkers
and supervisors (Bharathi & Gupta, 2017). In a large-scale survey of 600,000 participants, the
Gallup-Healthways Well-Being Index was administered in the United States to measure the
percentage of workers in 14 different professions who admitted to experiencing high stress. In this
study, teachers tied with nurses as having the leading most stressful occupations on a daily basis
(Gallup, 2014).
Occupational Stress Effects
It is estimated that stress costs organizations in the United States $300 billion annually
(AIS, 2019). These workplace costs include absenteeism, turnover, decreased productivity, and
increased medical, legal, and insurance premiums (AIS, 2019; National Institute of Occupational
Safety and Health [NIOSH], 2014). Most traditional stress research examines the individual
factors of stress and the results of how overall production is impacted (NIOSH, 2014). Stress
increasingly affects workplaces, whose productivity is at risk due to the negative impacts of
various stressors on employees (Bharathi & Gupta, 2017). For example, many U.S. workplaces
struggle to maintain a low-stress work environment for their employees. In addition, they fail to
properly equip employees with strategies to manage and cope with stress, thus neglecting to
contemplate the negative impact stress is having on individuals’ overall job performance (Jung &
Yoon, 2017). These factors present challenges to employers attempting to increase productivity,
thus requiring employers to consider the connection between employees’ well-being and
productivity (NIOSH, 2014).
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Teacher Stress
The most accepted definition of teacher stress is that offered by Kyriacou and Sutcliffe in
their 1977 article titled “Teacher Stress: A Review,” in which teacher stress is defined as
a response by a teacher of negative affect (such as anger, anxiety, or depression)
accompanied by potentially pathogenic physiological changes (such as increased heart rate
or release of the adrenocorticotrophic hormone in the bloodstream) as a result of the
demands made upon the teacher in his role as a teacher. (p. 299)
Teacher stress is often a result of persistent distress experiences and triggers that potentially
evolve into chronic stress.
In a review of multiple studies of teacher stress in the 1990s to 2000s, approximately 25%
of school teachers rated their experience of stress at work as “very or extremely stressful”
(Kyriacou, 2000, p. 28). While stress is present in all occupations, teaching regularly ranks as one
of the most stressful occupations in annual comparisons of common professions in the United
States (Greenberg et al., 2016). Today, that number is even higher due to an increase in
responsibilities and demands asked of teachers. In a study administered by the National
Foundation for Educational Research, Busby (2019) reported 1 in 5 teachers experienced a tense
feeling about their job, in comparison to 1 in 8 in similar professions. It estimated that 46% of K–
12 teachers experience high daily stress (Gallup, 2014). Educational researchers have discovered
higher stress in the profession of teaching compared to other professions in numerous school
districts in the United States (Kyriacou, 2001). The Metlife Survey of the American Teacher, a
mixed-method study of 1,000 teachers designed to serve as a platform for teachers to voice their
beliefs regarding education, showed that 51% of teachers reported being under significant stress
multiple days a week (Metropolitan Life Insurance Company & Harris Interactive, 2013).
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Teacher Workload
Increasingly demanding and complex duties increase teacher workload and are a
significant source of stress for teachers (Brill & McCartney, 2008). Already underpaid teachers
are regularly expected to carry out extra duties that cause them to work beyond their required
daily hours without additional compensation. In addition, excessive paperwork and what teachers
see as “irrelevant” administrative meetings are another addition to their duties, which increases
their workload (Farber, 1984; Litt & Turk, 1985). While some of the seminal literature on extra
teacher duties was conducted in the 1980s, there has not been much change or reduction in
teacher expectations or workload, so the findings still apply. The general job description of most
teachers includes a wide range of responsibilities in addition to teaching, such as classroom
management, discipline, curriculum planning, and one of the most dreaded assignments for
educators: “other duties as assigned.” The latter may include arrival and dismissal duty, passing
period duty, lunch duty, mandatory tutorials before and after school, and parent conferences. As a
result, many teachers feel undervalued and insulted when their only reward for completing extra
duties is a pass to wear jeans to work without any additional compensation.
Poor Compensation and Working Conditions
A major stressor for teachers is the financial worry and strain that results from low
compensation, and poor working conditions are common for teachers across the nation (Podolsky
et al., 2017). The structuring of teacher pay is based on a dated model developed after World War
II that ensures teachers are compensated according to the salary schedule adopted by their school
district, used in 96% of school districts in the United States (Podgursky & Springer, 2008). As a
result, teaching is widely viewed as a low-ranking profession compared to other careers that
require a bachelor’s degree. In addition, teachers nationally earn approximately 20% less than
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individuals with college degrees in other fields, with a predicted increasing gap of 30% by
midcareer (Podolsky et al., 2017). In addition, teachers are often forced to purchase their own
school supplies because of a lack of funding across schools. For example, the National Education
Association (2019) reported that teachers spent an average of $400 annually of their own funds to
purchase classroom supplies for their students. TIME ran a cover story titled “13 Stories of Life
on a Teacher’s Salary” that documented the stress teachers experience because of low
compensation (Reilly, 2018). It is not uncommon for teachers to maintain two or three jobs to
comply with the financial demands of daily life (Reilly, 2018). In addition, teachers cannot afford
proper medical care and neglect ongoing health complications because of the high health
insurance deductibles (Reilly, 2018). Increasing stressors concerning the financial constraints
additionally force teachers to make extreme sacrifices to adequately fund and budget for an
enormous amount of student loans taken to become a teacher. In addition, the amount of time
teachers are required to spend away from their families while at work or at other activities forces
teachers to pay for childcare that is a continuing increasing financial commitment (Reilly, 2018).
These increasing expenses of loans and childcare add extreme amounts of financial strain to
teachers, therefore increasing the level of stress for teachers.
Harmful Student Behavior
Another source of teacher stress stems from student behavior and classroom management
issues (Benita et al., 2019; Collie et al., 2012). Harmful student behavior has been connected to a
sense of depersonalization of teachers, making it a noteworthy stressor for teachers (Benita et al.,
2019). Harmful student behavior includes disruptive talking, avoidance of work, harassing
classmates, verbal disrespect toward teachers and students, defiance, and inability to cope with
structure and authority (Sun & Shek, 2012). Many students engage in harmful behavior as an
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underlying social, emotional, physical, psychological, environmental, and/or mental health issue
(Benita et al., 2019; Sun & Shek, 2012).
While behavior issues arise in every classroom, urban schools often experience the
greatest challenges with student behavior because of complex social factors. For example, singlefamily homes, low income, high crime rates, prior educational experience, and inconsistent
expectations between behavior at home and at school are predictors of potential behavior
concerns (Benita et al., 2019; Ouellette et al., 2017; Sun & Shek, 2012). Therefore, teachers in
urban schools may experience greater chronic stress than colleagues in suburban and rural areas
as a result of frequent student behavioral issues and students’ constant need for social and
emotional support (Ouellette et al., 2017). Suburban and rural schools tend to be smaller, thus
sometimes creating a greater emphasis on establishing a family atmosphere. Teachers in suburban
and rural areas are still experiencing high levels of stress; however, the triggers tend to differ from
those of their peers in urban schools (Ouellette et al., 2017). For example, a teacher in a suburban
school may experience increased stress from high-demanding parents who hold their students to
very high and sometimes unrealistic expectations. In addition, a rural teacher may encounter
increased stress from pressure from close-minded stakeholders for doing something new and
creative that has never been done, thus disrupting the tradition of the school. Moreover, teachers
in urban schools are often the main resource for mental health support for students, thus
increasing chronic teacher stress with the pressure of meeting students’ emotional and social
needs (Caldera et al., 2018; Ouellette et al., 2017). Urban schools are often overcrowded and
underfunded, with not enough desks or electronic resources for students. The cramped
environment of the classroom often leads to chronic misbehavior (Ouellette et al., 2017). Caldera
et al. (2019) said the stress of teachers in urban schools is often high because teachers are ill-
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equipped to respond appropriately to harmful behavior and poor working conditions. Moreover,
teachers with high volumes of behavioral issues experience greater levels of stress than their peers
who are in classrooms that have smaller ratios and greater resources to establish a productive
learning environment.
Standardized Testing and Accountability
Student standardized testing, a common U.S. measure used to assess student achievement
and growth, is sometimes used to measure teacher competency and performance and is a common
source of teacher stress (von der Embse et al., 2016). In a study of over 6,000 teachers in four
states about the negative impact standardized testing has on teacher stress, von der Embse et al.
(2016) found a strong positive correlation between standardized student testing and teacher stress.
Teacher stress increased because of the feeling that their ability to teach students was measured
by student performance. Teachers widely believed that they should not be evaluated based on
their students’ performance on tests because students have widely different levels of motivation
and reasons for learning. Most states in the United States use Common Core State Standards in an
attempt to standardize the quality of instruction in different parts of the country (Porter et al.,
2011; von der Embse et al., 2016). The use of a common core curriculum potentially eliminates
the creativity of the teacher and creates a timetable over the duration that should be spent on
curriculum, thus increasing teacher stress as teachers attempt to fulfill the expectations of a
common core curriculum established by the federal government.
It is essential to the study to discuss the process of Texas’ education and how Texas
differs in the approach to ensuring quality education to all students. Texas does not participate in
Common Core State Standards, and it is one of the few states that use a specific tool and
curriculum to monitor the quality of education in schools, called the State of Texas Assessment of
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Academic Readiness, often referred to as the STAAR test (von der Embse et al., 2016). Most
states have designed teacher evaluations based on a percentage of standardized testing results
counting toward teachers’ performance and ranking. For example, in 2017, Texas considered
counting STARR test results as 20% of a teacher’s overall evaluation; however, after receiving
negative feedback from teacher representation groups, the TEA decided to remove the proposal
given the complaint that teacher stress would increase because of the addition to the evaluation
(von der Embse et al., 2016). Therefore, the increasing importance placed on standardized testing
and the use of the data are evident stressors that negatively impact the well-being and overall
performance of most teachers (von der Embse et al., 2016).
Teacher Evaluations
Teachers’ annual evaluations are a significant source of teacher stress because many
teachers believe campus administrators use the evaluation process as a form of “gotcha” rather
than an opportunity to promote teacher professional development and growth (Clement, 2017a).
In a large-scale mixed-methods study that compared the perceptions of 1,274 Michigan teachers
and 474 campus administrators regarding the impact teacher evaluations have on teachers’ stress
and well-being, teachers described the evaluation process as increasing teacher stress, unhealthy
competition, and division among teachers (D. Anderson et al., 2019). In addition, teachers
reported that lack of time, administrator bias and inconsistency, and negative feelings toward
evaluations all led to the creation of a barrier between teachers and campus administration, which
increased distress and potentially developed into chronic stress (D. Anderson et al., 2019).
Moreover, a significant finding of the study was a medium effect size, with 13% of the variability
between responses of teachers and administrators (D. Anderson et al., 2019). The discrepancy
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between how campus administrators and teachers view the evaluation process causes teachers to
develop negative feelings toward their job, which further increases stress and burnout.
COVID-19
COVID-19 is defined by Oxford Languages (2020) as
an acute respiratory illness in humans caused by a coronavirus, capable of producing
severe symptoms and in some cases death, especially in older people and those with
underlying health conditions. It was originally identified in China in 2019 and became
pandemic in 2020.
Moreover, COVID-19 has altered everyday life drastically globally with the rapid spread and the
potentially damaging health results on individuals deemed high-risk. As an effort to prevent the
spread of COVID-19, the World Health Organization and, specifically in the United States, the
Centers for Disease Control and Prevention (CDC) had to radically create and maintain new
social standards such as social distancing by spreading people out 6 feet, requiring masks be
worn, creating specific guidelines for cleaning and disinfecting, and suggesting or mandating
stay-at-home orders in areas experiencing a surge in COVID-19 cases (CDC, 2020). These radical
measurements were implemented to prevent the spread of an uncurable and potentially deadly
virus.
When COVID-19 first emerged in the United States in late January 2020, few schools
were starting to take precautions to limit the exposure of the virus (Decker et al., 2020). With the
United States experiencing a rapid incline of COVID-19 cases in 2020, all public school buildings
were closed by March 25 (Decker et al., 2020). The sudden closure of schools forced federal,
state, and local decision-makers to adapt very quickly while still being required to offer
educational services. Moreover, many school districts offered a variety of learning opportunities
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for students during the closure, with a large percentage of school districts switching to some
method of online learning (Decker et al., 2020).
Teachers were challenged through 2020 regarding how they provide instruction to their
students. With the inconsistency and unforeseen impact of COVID-19 could have, public schools’
teachers were tasked with having to manage in-person learning and teaching students remotely.
This burden vastly increased teachers’ stress by requiring all teachers to learn new learning
management systems and building procedures to ensure safety. With many schools returning in
Fall 2020 after closing in Spring 2020, teachers also inherited the constant stress of contracting
the virus while serving their students. In addition, the classroom drastically changed, with new
stressors emerging such as students wearing masks, students maintaining social distance, and
motivating students who are doing school remotely to engage.
Effects of Teacher Stress on Schools and Student Performance
High levels of stress negatively impact teachers’ health and well-being, often resulting in a
lack of engagement, burnout, low student achievement, and high turnover rates (Greenberg et al.,
2016). Thus, chronic stress results in negative short- and long-term health effects while also
impacting the quality of life (Dupriez et al., 2016; Lynn & Chow, 2017).
Negative Effects on Teachers’ Health
It is often assumed that teacher stress has an impact only on educational systems and
student performance (Greenberg et al., 2016); however, it also has significant negative long-term
effects on teachers’ health (Janssen et al., 2018). The effects of stress often have negative longterm effects on teachers’ health, including a negative impact on their sleeping habits, cognitive
thinking, mood, and attention (de Souza et al., 2012). Therefore, a sleep study was conducted on
98 high school teachers to measure the impact of stress among secondary-level teachers. It
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showed that 46% of teachers had been diagnosed with excessive daytime sleepiness and 51% with
excessive daytime sleepiness and poor sleep quality (de Souza et al., 2012), which are the
negative effects of stress that result in sleep deprivation (de Souza et al., 2012; Greenberg et al.,
2016). Ultimately, the result of sleep deprivation compromises teachers’ overall health and
quality of life, thus reducing their performance and ability to positively impact the education of
their students (de Souza et al., 2012).
Chronic stress can negatively impact many functions of the body systems such as the
nervous, endocrine, cardiovascular, respiratory, digestive, muscular, sexual and reproductive, and
immune systems (Pietrangelo & Watson, 2017). In addition, stress can potentially increase
headaches, depression, heartburn, insomnia, and the risk of a heart attack (Pietrangelo & Watson,
2017). Stress fosters negative short- and long-term health effects on teachers while impacting
their quality of life (Dupriez et al., 2016; Lynn & Chow, 2017). Thus, if not managed
appropriately, the negative effects of stress can be harmful to teachers’ physical and mental wellbeing (Greenberg et al., 2016).
Teacher Burnout
Teacher burnout is one of the most acknowledged results of teacher stress, thus accounting
for a large percentage of teachers leaving the profession (Greenberg et al., 2016; Santoro, 2019).
Burnout is defined as a depletion of emotional resources and developing negative feelings toward
others (Kyriacou, 2001). Additionally, burnout includes a sense of lack of value regarding one’s
accomplishments as a teacher (Maslach et al., 2001; Richards et al., 2016). Teacher burnout is
often a result of unsatisfactory relationships with administrators, colleagues, and challenging
students and parents (Kyriacou, 2001), which leads to low job satisfaction and disengagement
(Greenberg et al., 2016). For example, in a 3-year study measuring the effectiveness of teacher
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preparation programs, Lloyd and Sullivan (2012) discovered that one of the top performers in the
teacher preparation program left the profession after her second year. In addition, a follow-up case
study on why Sarah, a second-year secondary teacher, left the profession was conducted by
examining physical setting and classroom expectations, school expectations, and the local
community and policies. The researchers found that Sarah was prepared to teach effectively;
however, she was ill-prepared to handle the daily stressors that come with teaching such as
dealing with the pressure of ensuring student achievement (Lloyd & Sullivan, 2012).
Teacher stress causes good teachers to burn out regardless of support, competitive pay,
good classroom management, and being prepared regarding content knowledge and pedagogy
(Lloyd & Sullivan, 2012). Santoro (2019) explained that when teachers often described
themselves as being burnt out, the real reason was an objection to school policies and practices,
not the common perceptions many associate with teacher stress such as pay, classroom
management, and lack of parent and leadership support. Moreover, teachers are leaving education
largely because of the unrealistic expectations of educational leadership (Carver-Thomas &
Darling-Hammond, 2017; Santoro, 2019).
Financial Loss for Educational Institutions
Teacher stress creates a financial strain on an educational system that already has a
funding shortage (Bowman, 2018). Moreover, teacher stress and turnover cost U.S. school
districts over $7 billion annually (Bowman, 2018; Greenberg et al., 2016). The costs of replacing
teachers exiting the profession are reducing the money allocated to school districts (Greenberg et
al., 2016; Kadi et al., 2015). The financial strain stress causes is forcing educational leaders
nationally to use the valuable money available to ensure high-quality teachers are in the
classroom instead of funding student resources (Carver-Thomas & Darling-Hammond, 2017).
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Texas ranks near the top in annual teacher turnover while ranking 36th nationally in
funding (Carver-Thomas & Darling-Hammond, 2017; NEA, 2019). Texas is a snapshot of the
underfunding occurring in the educational system. Texas spent $10,456 on each student for the
2017–2018 school year, an estimated $2,300 below the national average (NEA, 2019). With
Texas already being underfunded in comparison to other states, more of the financial burden is
placed on the local school district to create revenues of school funding, such as property taxes
(NEA, 2019). Therefore, the impact of teacher stress and teacher turnover negatively impact the
effectiveness of Texas public schools. The allocation of financial resources to replace teachers
leaving the profession annually (only a third of teachers are leaving for retirement) is negatively
impacting Texas and the southern part of the United States in terms of the chance of providing
quality education to all students (Carver-Thomas & Darling-Hammond, 2017).
Negative Effects on Student Achievement
The role of a teacher is considered the most pivotal component regarding student
achievement in the educational system; therefore, high attrition (the result of burnout) negatively
impacts students’ achievement (Fisher, 2011; Hanushek et al., 2016; Ryan et al., 2017). With
teachers increasingly becoming burned out, the result is increased disengagement from their work
(Greenberg et al., 2016). Teacher disengagement is when teachers are less likely to bring the
energy and effective teaching practices required of their classrooms (Gallup, 2014) and has a
significant impact on student achievement (Allen et al., 2015).
The art of teaching is to design to create an environment where all students achieve
success regardless of numerous variables impacting the classroom and instruction. Students who
are in the classroom with teachers who possess valuable classroom experience have a greater
chance of receiving a quality education (Hanushek et al., 2016). However, because an estimated
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16% of teachers annually leave the classroom because of burnout (Allen et al., 2015; Barnes et al.,
2007), students end up with inexperienced teachers. Therefore, high burnout rates reduce
students’ achievement due to the loss of experienced teachers.
What Campus Leaders Are Doing to Manage Teacher Stress
It is evident teacher stress is detrimental to teachers’ well-being and overall performance
in the classroom, thus increasing the need for stress management resources for teachers
(Hanushek et al., 2016). Moreover, campus leaders can potentially take part in building and
maintaining an environment that is conducive to helping teachers manage stress and increase their
overall wellness. Possible solutions include beginning teacher mentoring programs, wellness
programs, and the practice of social-emotional learning and mindfulness.
Beginning-Teacher Mentoring Programs
To help alleviate stress among first-year teachers, campus leaders have established
mentoring and guidance programs to provide support to new teachers to the profession and to the
campus. The purpose of beginning-teacher mentoring programs is to aid new teachers with the
hope of reducing stress and increasing teacher attention while improving classroom instruction as
a result (Greenberg et al., 2016). One of the most significant facets of mentoring programs is
pairing a beginning teacher with 1–3 years of experience with a more veteran teacher with the
goal that the beginning teacher will utilize their mentor teacher’s experience and knowledge to
increase their effectiveness as an educator. In a review of 15 empirical studies conducted since the
mid-1980s, a common theme was that support for beginning teachers has a positive impact on
commitment and retention, higher job satisfaction, and student achievement (Ingersoll & Strong,
2011).
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Moreover, a randomized controlled trial over the course of 2 years focused on an
intervention program that connected retired teachers and teachers in Aurora Public Schools in
Colorado in their first 3 years. This study indicated a significant gain in math achievement
compared to other groups of teachers; however, there were no significant findings on the program
improving teacher evaluation ratings and increasing teacher retention (DeCesare et al., 2017). The
majority of district and campus leaders offering teaching mentoring programs for beginning
teachers reported success in and the potential benefit of establishing effective mentoring programs
(DeCesare et al., 2017). However, some results have been conflicting in truly measuring the
effectiveness of teacher mentoring programs (DeCesare et al., 2017).
Wellness Programs
Some campus leaders have also established workplace wellness promotion programs that
aim to improve teacher health and well-being with the purpose of improving teachers’ health and
saving the school money (Greenberg et al., 2016). Data collected in a report by Greenberg et al.
(2016) suggested that schools with wellness promotion programs have increased between 2000
and 2014 with a large incentive on weight management and increasing physical activity.
Similarly, Merrill and Sloan (2014) administered a study to measure the impact a wellness
program can have on teachers in a western U.S. school district. A total of 683 teachers
participated in wellness programs for 12 months and were identified as high-risk in specific
categories, such as 683 for body mass index, 360 systolic blood pressure, 242 for diastolic blood
pressure, 72 for blood glucose, and 216 for total cholesterol (Merrill & Sloan, 2014). The results
of the study showed that participation in the wellness program effectively lowered risk
measurements among the teachers participating in the study (Merrill & Sloan, 2014). Specifically,
46% of the participants experienced lowered body mass index, 34.7% lowered systolic blood
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pressure, 56.3% lowered diastolic blood pressure, 65.6% lowered blood glucose, and 38.6%
lowered total cholesterol (Merrill & Sloan, 2014).
While there were significant data to show improvement in the health of teachers
participating in wellness programs, there was also a financial impact of wellness programs on
school districts. In addition, a 6-year study of over 6,000 teachers in Washoe County School
District found no significant difference in health care cost for employees in a wellness program;
however, the cost of absenteeism on the school district was positively impacted by the wellness
program (Aldana et al., 2005). Moreover, the school district saw a return of $15.60 for every
dollar spent on the wellness program by decreasing teacher absenteeism (Aldana et al., 2005).
Therefore, while the benefit of wellness programs is evident, as of 2015, 26% of schools offered
some type of wellness programs, a 10% decline since 2000 (CDC, 2015). Wellness programs
have proven to be significant; however, with an increasing cost of wellness services, schools are
tending to remove them from the overall budget.
Social-Emotional Learning and Mindfulness
Social-emotional learning is a growing and effective system in education that focuses on
helping students manage their emotions, set goals, develop empathy, and build relationships
(Durlak et al., 2011). A recent effort to improve campus performance by some campus leaders is
devoting time and resources to improving student behavior with a focus on targeting the social
and emotional learning of students (Greenberg et al., 2016). For example, a randomized control
trial looked at 350 teachers in K–5 across 27 urban schools to determine if social-emotional
learning for students had a significant impact on classroom management and any positive impact
on teacher performance (Domitrovich et al., 2016). The findings suggested that preventive
interventions that focus on social-emotional learning can have a positive impact on teachers’

38
beliefs and perceptions (Domitrovich et al., 2016). Adopting social-emotional learning can lead to
teachers potentially practicing what is identified as mindfulness (Greenberg et al., 2016), which is
a state of open attention to the present moment (Abenavoli et al., 2013). Teachers who received
training and support on using mindfulness when interacting with their students significantly
increased students’ achievement while lowering their job-related anxiety and depression (Durlak
et al., 2011; Domitrovich et al., 2016; Greenberg et al., 2016). In summary, social and emotional
learning can improve student performance and teach job satisfaction by addressing the social and
emotional needs of students to ensure they are capable of achieving success.
Ways of Managing and Coping With Stress
While stress has been connected to harming the body mentally and physically, the ultimate
impact stress has on an individual is related to how one perceives and copes with stress (Lazarus
& Folkman, 1987). For most people, the inclination is to resort to unhealthy ways of dealing with
stress. For instance, in a large-scale survey conducted in Great Britain, Lewis (2014) discovered
that 28% of individuals who experienced high levels of stress coped through alcohol consumption
or tobacco use. In addition, only 6% of individuals reported that they would see a medical doctor
regarding the stress they were experiencing.
Many individuals self-medicate or participate in other unhealthy behaviors to cope with
increasing pressure (Harvard Health Publishing, 2019). Some typical unhealthy methods of
dealing with stress include watching TV, overeating, weight gain, social withdrawal, sleeping too
much, consuming dangerous amounts of alcohol, using prescription or illegal drugs, and engaging
in emotionally or physically violent outbursts (Harvard Health Publishing, 2019). Frequent use of
unhealthy approaches to coping with stress can lead to chronic and severe health problems such as
insomnia, high blood pressure, and increased risk of a heart attack (Pietrangelo & Watson, 2017).
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In the 1980s, Lazarus and Folkman (1987) developed the transactional model of stress and
coping that explained stressors result in both cognitive and behavioral responses. The
transactional model of stress and coping focuses on problem-focused coping and emotion-focused
coping (Lazarus & Folkman, 1987; Robinson, 2018). Moreover, medical professionals and stress
researchers are continually developing resources for individuals to properly cope with stress, such
as well-being education like yoga and meditation and explaining the benefits of counseling and
mental health treatment (Gupta et al., 2018) to avoid future health complications that could result
from not coping with stress appropriately (Gallup, 2014).
While most employees cope with stress in an unhealthy manner, some do use healthy
approaches such as access to physical and emotional well-being improvement and strategies to
cope with stress, which can help create a healthy workplace, thus potentially increasing
satisfaction and production (Gupta et al., 2018; Jones & Daigle, 2018). In addition, Glazer and
Liu (2017) reviewed individuals’ ability to cope with stress to establish the impact that work,
stress, coping, and stress management have on the work environment. According to the CDC
(2015), the best approaches to coping with stress are taking care of one’s self, such as exercising
regularly, getting adequate amounts of sleep, and allowing for breaks when one feels the stress is
becoming overwhelming. Moreover, individuals can appropriately cope with stress by talking to
others, avoiding drugs and alcohol, and recognizing when they need additional resources and help
with stress (CDC, 2015). Thus, the process of positively coping with stress is extremely
important, given the negative possibilities people implement to coping with stress.
Organizational Interventions to Manage Stress
Outside of the teaching profession, the recognition of workplace stress since the 1970s has
resulted in an increase in the responsibilities of leadership and human resource professionals to
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address and manage employees’ stress (Glazer & Liu, 2017; Thiel et al., 2015). In two large-scale
studies focusing on employer management of stress, it was discovered that corporate
organizations commonly supported stress management for their employees by trying to
understand what stress is and how it affects employees personally and professionally (Stickle &
Scott, 2016; Thiel et al., 2015). Some corporate organizational leaders have successfully
established wellness programs to offset the overwhelming anxiety and stress employees often
experience by providing gym memberships, well-being and diet coaching services, counseling
opportunities, support groups, and extended time off from work for major life events such as the
birth of children and family (Clement, 2017b; Cross et al., 2013; Stickle & Scott, 2016).
Management and leaders have a significant role in appropriately addressing the inevitable
stress employees will encounter, not only for the sake of production but the overall well-being of
the employee. In addition, Stickle and Scott (2016) determined the relationship between
leadership and occupational stress among various work environments. In addition, they identified
that leaders who take the time to first understand stress and its potential consequences and
develop and maintain a system of intervention are a significant indicator of the level of
occupational stress employees experience. The results of the report suggested that organizations
can help offset or avoid the negative impacts employee stress has on job productivity (Stickle &
Scott, 2016). This suggests that allowing the management of employee stress has the potential to
improve the overall performance of an organization (Stickle & Scott, 2016; Thiel et al., 2015).
With the rise of the responsibility that organizations have inherited in helping employees
manage and cope with stress, the response of organizations has focused on improving the overall
well-being of an individual with the potential outcome of increased engagement and production
(Havermans et al., 2018; Stickle & Scott, 2016). To counter the negative impact of job stress on
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organizations, organizations have implemented strategies such as offering information and
awareness, mental well-being programs, exercise classes, and alternative work locations, such as
working from home, to address mental health and stress issues that arise for employees (Janssen
et al., 2018; Jones & Daigle, 2018). For example, organizations that promote and provide wellbeing awareness and offer more leisure time to employees report not only benefits to the
employees’ overall well-being but also organizational benefits such as increasing overall job
production, reducing employee absenteeism, disability costs, and demand for medical services
(Glazer & Liu, 2017; Jones & Daigle, 2018). In sum, organizations possess a responsibility to
build and maintain a work environment that is inclusive to the needs of their employees, including
stress.
Compared to other complex requirements when running an organization, the absence of
empathy toward employees’ stress can have a tremendous negative impact on organizations
(Thiel et al., 2015). Thus, organizational leaders are required to address and equip employees with
tools and resources that can alter the impact of stressors (Glazer & Liu, 2017). As a result, the
most consistent observation in research on organizations that manage stress is that leaders must
understand how employees manage and cope with stress differently, thereby offering unique
incentives and programs that meet the needs of employees (Janssen et al., 2018; Jones & Daigle,
2018; Stickle & Scott, 2016). While this can be a daunting task for large organizations, leaders
who have knowledge of those who are prone to stress can quickly realize the impact that stress is
having on an employee and address the stress in a way that is unique to the individual to increase
well-being and productivity (Havermans et al., 2018; Stickle & Scott, 2016). One significant
benefit for an organization that successfully manages employee stress is an increase in overall
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health, which also increases job performance (Janssen et al., 2018; Jones & Daigle, 2018; Stickle
& Scott, 2016).
Teacher Stress Management
There is limited research specifically about the role of campus administrators in helping
teachers manage stress (Greenberg et al., 2016; Podolsky et al., 2017). Unlike in the corporate
sector, educational managers offer little support for teachers when it comes to coping with stress.
According to the CDC (2015), only 26% of schools offer stress management services to teachers,
a percentage that has steadily declined since 2000. However, a significant amount of research is
available on effective strategies for leaders and managers to deal with stress that originates from
work demands, such as well-being training, opportunities for exercise, teacher support groups,
and social networking within organizations (Brasfield et al., 2019; Greenberg et al., 2016; Stickle
& Scott, 2016). While significant research is available for educational leaders on strategies and
programs to manage and decrease teacher stress, educational leaders tend to overlook the
importance and impact of teacher stress on campus because of their time restraints and focus on
other issues of primary importance, such as curriculum delivery and overall student performance
(Clement, 2017b; Greenberg et al., 2016; Jones & Diagle, 2018; Kyriacou, 2000; Schneiderman et
al., 2005).
Wellness practices have emerged as a potential approach for relieving teacher stress and
reducing burnout (Brasfield et al., 2019). In a recent study, 107 K–12 teachers in the mid-South
region of the United States completed the Maslach Burnout Inventory–Educator Survey and the
Five-Factor Wellness Inventory. Results identified a significant relationship between wellness
indicators and burnout and attrition (Brasfield et al., 2019). The researchers concluded that
teachers might benefit from various wellness models, such as the creation of a wellness plan,

43
education on how to self-monitor wellness levels, and other potential wellness methods to apply
when needed (Brasfield et al., 2019). A positive connection between wellness and teacher stress
was discovered by school nurses in Alexandria City Public Schools in Virginia who established
teacher wellness programs for their campuses (Wood et al., 2019). They created a program
focusing on providing resources and encouragement for teachers to live an active and healthy life
(Wood et al., 2019). Moreover, with school nurses having a unique role on a school campus, their
knowledge and experience can be of value when campuses are examining ways to improve
wellness (Wood et al., 2019).
The epidemic of stress among teachers is a concerning factor that most educational leaders
are failing to address. The result is a negative impact on the U.S. educational system, which has
high rates of teacher burnout and a decrease in the quality of education all students obtain
(Greenberg et al., 2016; Podolsky et al., 2017). In a comprehensive evaluation of many studies
regarding stress management of teachers, Johnson et al. (2012) asserted that researchers are in the
preliminary phases of understanding the importance of leaders’ perception of and role in
addressing stress in an educational setting (Jones & Daigle, 2018). Greenberg et al. (2016) also
stated that one of the main causes of stress among teachers is not improving due to lack of
research and understanding of how campus leaders manage teachers’ stress. Moreover, because
many school districts and campuses in the United States tend to neglect the issue of teachers’
well-being, teachers must take steps to address stress personally based on their own coping needs
(Gupta et al., 2018; Schneiderman et al., 2005). In sum, teacher stress is impacting the overall
ability of teachers to adequately perform the required duties.
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Helping Teachers Manage Stress
An initial approach to stress management for campus leaders is to establish effective
communication and transparency throughout the campus while promoting the improvement of
teachers’ well-being (Clement, 2017a). The overall focus of a wellness program is to ensure
employees can improve their health, thus improving the work culture (Aldana, 2018; Clement,
2017). This approach could be modeled from examples of corporate organizations’ approach to
promote and maintain employees’ overall well-being. For example, Aldana (2018), the CEO of
WellSteps, spent 20 years in academia before transitioning to consulting to fill the gap Aldana
believed existed between academia and the real world. Aldana has authored more than 75
research articles centered on work site wellness programs. This transition allowed Aldana to
compare other professions to education, thus resulting in his awareness of teachers experiencing
high levels of stress that could be managed properly by the implementation of wellness programs
(Aldana, 2018).
With teaching commonly ranking as one of the most stressful occupations (Greenberg et
al., 2016), there are potential benefits of campus leaders acknowledging teacher stress is present
and implementing well-being programs that could potentially curb growing teacher burnout and
retention problems. Much like corporations, schools can establish boundaries for work
responsibility, such as limiting the times that emails can be sent and decreasing noncontract
obligations (Jones & Daigle, 2018). In addition, educational leaders can promote/support selfleisure time among teachers by allowing teachers resources and time off to enjoy activities they
like to do outside of work. In addition to wellness programs for schools, Hanover Research (2014)
identified two programs as an effective approach to reducing teacher stress: Cultivating
Awareness and Resilience in Education and the Inner Resilience Program. A substantial number
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of examples and research studies regarding the potential benefits of managing stress exist among
corporations and are available to campus leaders; however, what is unclear is the perceptions of
responsibility among campus leaders to manage stress.
Campus administrators take on an influential role and responsibility to construct and
maintain a supportive work environment for all teachers to help students become successful
(Atiles et al., 2017); however, it is unclear whether educational leaders believe it is their
responsibility to manage teacher stress. Shaping and maintaining a positive work environment is a
daunting task for campus administrators due to the complexity of the position. Campus leadership
beliefs and practices, such as educational philosophy, beliefs about school discipline, classroom
management, curriculum and instruction, and teachers’ roles and responsibilities strongly impact
teachers’ stress levels (Akman, 2016). Therefore, campus leaders are often tasked with ensuring
multiple facets of the campus are being monitored with fidelity, such as the implementation of
quality curriculum, providing guidance to all extracurricular activities, ensuring facilities and
technology are functioning, school discipline, parent concerns, needs of teachers and staff, and
ultimately providing a safe and conducive environment for learning (Akman, 2016; Atiles et al.,
2017; Cross et al., 2013). The importance of stress management is that work engagement and
environment are both cornerstone pieces of all successful campuses and strongly impact teachers’
job satisfaction (Cross et al., 2013; Greenberg et al., 2016).
Coping: Risk and Protective Factors
In a study conducted by Ohio State University, researchers identified a significant
consequence of teacher stress as an imbalance between risk and protective factors (Prilleltensky et
al., 2016). Risk factors are actions that negatively increase teacher stress, such as isolation,
anxiety, students, parents, and disempowering policies and practices (Prilleltensky et al., 2016).

46
By contrast, protective factors against teacher stress include support networks; peer mentoring;
self-efficacy; proper sleep, nutrition, and exercise; classroom management; parents as partners;
and workload clarification (Greenberg et al., 2016; Prilleltensky et al., 2016). When risk factors
exceed their protective influences, they hinder teachers’ ability to cope with increased stress
(Prilleltensky et al., 2016), thus negatively affecting teachers’ ability to effectively fulfill their job
duties. Therefore, if educational leaders foster and maintain protective factors and do not allow
them to result in risk factors, teachers have a greater chance of effectively coping with stress.
Summary
Elementary and secondary teachers in public education have experienced increasing levels
of stress and job burnout (Podolsky et al., 2017), contributing to a high percentage of teacher
attrition in the field. This is important because managing stress is beneficial to the organization
and the employee (Janssen et al., 2018). Managing employee stress is a complex matter, but
understanding the multitude of and potential impact of stressors on individuals can potentially
help increase the overall well-being of employees (Stickle & Scott, 2016). Workplace stress is
unavoidable in an organization; however, the difference between productive and
counterproductive organizations is how leadership addresses stress among employees (Thiel et al.,
2015). Stress management can be improved by leaders who take the initiative to develop and
grow wellness programs for their employees (Janssen et al., 2018). Leaders who actively focus on
managing stress increase the overall performance of the organization and help to decrease the
chance of teacher burnout (Stickle & Scott, 2016). The absence of managing stress can lead to
employees forming a disconnect between the organization and their personal well-being (Thiel et
al., 2015).
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Further research is necessary to examine how educational campus leaders perceive their
role regarding the management of teacher stress and what, if any, actions they are taking. A
qualitative study is, therefore, appropriate to examine what campus administrators perceive their
role to be in managing teacher stress (Baxter & Jack, 2008).
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Chapter 3: Research Method
Compared to other professions (Greenberg et al., 2016), U.S. public school secondary
teachers experience high levels of stress and job burnout (Podolsky et al., 2017), which
contributes to high teacher attrition. Not only does teacher stress negatively impact job
performance, but it also leads to teachers leaving the field of education (Kadi et al., 2015). The
field of elementary and secondary education in the United States employs 1 out of 100 Americans
(Doran, 2017; Greenberg et al., 2016). The National Center for Education Statistics (2019)
projected that for the 2020 school year, there would be 3.2 million public teachers.
The purpose of this qualitative single-case study was to determine elementary and
secondary campus leaders’ perceptions of their role in managing teacher stress and to determine
what strategies they identified to help teachers manage stress in a Texas public school. This is
important because the stress that teachers are experiencing is harmful to their well-being and to
the overall quality of education that they offer students (Shen et al., 2015). When teachers
experience high levels of stress that are not addressed, student achievement is negatively impacted
(Greenberg et al., 2016).
In order to identify campus leaders’ perceptions of their role in managing teacher stress,
this study was designed to answer the following research questions:
RQ1: How do elementary and secondary campus leaders perceive their role regarding the
management of mental stress among teachers?
RQ2: What strategies, if any, are elementary and secondary campus leaders implementing
to help teachers manage stress?
This qualitative study was designed to investigate how campus leaders perceive their role
in managing teacher stress. A qualitative research approach focuses on campus administrators in

49
their natural settings with an emphasis on identifying important contextual conditions of campus
administrators such as levels of stress in the work environment, high-stakes decision-making, and
pressure regarding student achievement (Akman, 2016; Gough & Deatrick, 2015).
Research Design and Method
I selected a qualitative case study design as an appropriate approach for this study because
it allowed the study of campus administrators in their typical work environment (Stake, 1995).
Data were gathered through virtual interviews on GoToMeeting with campus leaders in a Texas
public school district to ensure that an accurate description of their perceptions was collected and
that recurring patterns were identified (Stake, 1995). A key component of qualitative research is
finding patterns and unanticipated actions that contribute to a phenomenon (Stake, 1995; Yin,
2018). Therefore, in this study, qualitative research methods facilitated a better understanding of
administrators’ perceptions of their role in managing teacher stress. It allowed campus
administrators to articulate the nature of the problem of the study and thus raise awareness
regarding leaders’ roles in managing teacher stress (C. Anderson, 2010; Gough & Deatrick,
2015). The potential benefit of a qualitative study was that it could lead to a discovery of the
perceptions that campus leaders have and what strategies, if any, they implement to manage
teacher stress.
A single-case study approach was used in this study. A case study was appropriate to
investigate a phenomenon within a real-world context to understand the boundaries between the
phenomenon and the context being studied (Creswell, 2014; Yin, 2018). In addition, the
authenticity of data acquired through interviews with campus administrators assisted in finding
their perceptions of teacher stress (Allen et al., 2015; Creswell, 2014; Gough & Deatrick, 2015).
A multiple-case study was considered consisting of elementary and secondary teachers and
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campus leaders but was rejected because, given the complex setting of public education and the
role of campus leaders, it was determined that a more beneficial approach would be to conduct a
single-case study of campus leaders and their role in managing teacher stress. A single-case study
allowed me to survey and measure different circumstances and approaches to teacher stress
management by interviewing campus principals, associate principals, and assistant principals, as
recommended by Kratochwill et al. (2010). The common single-case study purpose is used to
capture the circumstances and conditions of everyday situations (Yin, 2018). Therefore, a singlecase study was more appropriate than a multiple-case study in that it allowed critical tests to be
conducted on one significant theory regarding teacher stress (Baxter & Jack, 2008; Creswell,
2014).
An additional advantage of conducting a single-case study is the flexibility it allows
compared to a multiple-case study (Kratochwill et al., 2010). To answer the main research
questions of this study, a common single-case study design was selected to capture how
educational leaders address teacher stress (Creswell, 2014). A common single-case study allows
the observation of everyday operations and conditions of campus administrators in relation to the
management of teacher stress (Fábio Luiz et al., 2014; Yin, 2018).
Population
The study was conducted at Yellowjacket ISD (pseudonym). Yellowjacket ISD (YISD)
serves roughly 17,000 students, with 25% of the students identified as economically
disadvantaged, which is 35% below the state average of Texas public schools (TEA, n.d.). In
addition, YISD operates with more than 2,000 employees, with 1,014 teachers and 55 campus
leaders such as campus principals, associate principals, and assistant principals (TEA, n.d.).
Moreover, YISD is made up of 25 elementary and secondary campuses. Currently, the school
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district trend is opening one new campus a year to accommodate rapid growth near the Dallas–
Fort Worth metropolitan area.
Sample Population
The goal of the study was to interview five elementary and five secondary campus leaders
who worked in YISD. Glaser and Strauss (1967) stated, “Saturation means that no additional data
are being found whereby the sociologist can develop properties of the category” (p. 61). Once the
saturation of the data was evident, I stopped sampling (Glaser & Strauss, 1967). Keeping the
principle of saturation at the forefront, I chose two alternate candidates from the elementary
campuses and two from the secondary campuses. If saturation had not been achieved by the 10th
interview, then I was going to contact the alternate participants.
The sample was recruited from a population of a pool of 48 elementary and secondary
campus administrators serving 24 campuses in the school district. I did not interview any campus
leaders on the campus where I was currently employed. Participants were chosen from campus
administrators serving in the following roles: campus principals, associate principals, and
assistant principals. The inclusionary criteria for the research consisted of administrators who had
a minimum of 1 year of secondary or elementary experience in campus leadership and currently
served only in the school district being studied. The requirement of having a minimum of 1-year
experience in one’s current role was established to safeguard the validity of the study (Martell,
2016).
I acquired permission from YISD by going through the student services department and
completing the appropriate paperwork with the attachment of the Institutional Review Board
(IRB) approval. In addition, I shared the purpose of research, the potential benefits of research,
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and the proposed protocols that were implemented with YISD. Therefore, the executive director
of student services reviewed the submission and granted approval.
I interviewed five elementary principals and five secondary principals. The intent of this
was to explore if any patterns were discovered in one group that differed from the other. The
sample population was purposefully selected to secure a balance between elementary and
secondary principals. Purposeful sampling selection supports the researcher in understanding the
problem and research questions, focuses on characteristics of particular subgroups of interest, and
facilitates comparisons (Patton, 2001).
Interest letters requesting participants and identifying criteria for participation were sent
out to campus administrators at 8 secondary schools and 17 elementary schools through the email
system of the school district. I ensured that all participants were informed of the purpose and
potential benefit of the research. In addition, participants were informed of the IRB guidelines and
their rights in order to make sure the research was conducted in a professional and ethical manner,
as recommended by Breault (2006). I complied with the IRB requirements of minimizing risk,
protecting participants’ privacy, and ensuring that all participants understood the purpose and
significance of the study (Breault, 2006).
Instruments
A prequestionnaire was administered to all of the participants using SurveyMonkey in an
effort to gather information prior to the interviews to add depth to the interview (see Appendix
A). Simple questions were asked, such as their title, years as a campus principal, and campus
name. Other questions focused on teacher stress and required only a yes-or-no answer. The
purpose of this questionnaire was to enhance the interviews by adding prior knowledge, which
provided the depth that was needed to answer the research questions. I conducted a field test of
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the questionnaire using 2 to 3 professionals who met the criteria of the study but were not
participants in the study. The purpose of this field test was to test the survey for reliability and
validity.
Data were collected through semistructured interviews using an interview protocol. The
interview protocol (see Appendix B) consisted of six neutral open-ended questions that focused
on the purpose of the study and the research questions. The interview questions were field-tested
by 3 field experts who were nonparticipants of the study to test for reliability and validity. The
questions focused on the impact of teacher stress and the perceived role of stress management by
administrators. The interviews were recorded using a digital voice recorder and stored digitally on
a secured Google Drive. To ensure the confidentiality and security of the participants, only I had
access to the Google Drive folder.
Data Collection
After all the participants were selected and agreed to participate in the study, an
informational email was sent to them explaining how and where the interviews would be
conducted. In addition, a link was issued with a selection of possible meeting times, a description
of the virtual meeting platform being utilized, and a link to complete a Likert-scale
prequestionnaire prior to the interview on SurveyMonkey. The interviews were individually
scheduled based on information received from the initial interest letter and occurred on different
campuses within the chosen school district based on the participants’ eligibility, availability, and
location. Furthermore, the interviews were conducted through video conferencing using
GoToMeeting and took approximately 30 minutes.
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Data Analysis
A holistic approach focuses on one unit of analysis rather than on multiple subunits in an
embedded case study (Gog, 2015; Yin, 2018). To answer the research questions, the single unit of
analysis was elementary and secondary campus administrators, which included campus
principals, associate principals, and assistant principals (Kemparaj & Chavan, 2013). While
conducting the study, I was mindful of a possible shift regarding the data from campus leadership
interviews and observations occurring over the course of the study that would potentially emerge
as significant units of the study (George, 2016; Yin, 2018), thus requiring additional subunits to
be analyzed to validate the study (Baxter & Jack, 2008; Yin, 2018).
The prequestionnaire used SurveyMonkey tools to analyze the data gathered from the
participants. In addition, the interviews were administered by GoToMeeting, a video conferencing
platform that transcribes the data of the conference call. Moreover, once the data were collected,
they were transcribed, analyzed, and coded into various themes, patterns, and categories. After the
collected data were transcribed, they were refined to reduce irrelevant information while
maintaining the richness of the data. The collected data from campus administrators were
analyzed to determine the significance or relevance of interview responses in relation to the
research questions.
The Framework Method (Gale et al., 2013) was the analysis method used to analyze the
data. The Framework Method consists of seven analysis stages that were all applied to the data:
•

Stage 1—Transcription: The transcripts were created using GoToMeeting. This
secured accuracy and allowed me to be immersed in the data.

•

Stage 2—Familiarization with the Interview: Familiarization involved techniques such
as relistening to the audio from the interviews and making necessary notations.
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•

Stage 3—Coding: The data were coded after the familiarity process. The purpose of
this stage was to classify all the data so that they could be compared to the other data
collected in the interviews. It is important to note that data were analyzed after each
interview. The purpose of this was to see if saturation of the data had occurred.

•

Stage 4—Developing a Working Analytical Framework: At this stage, I grouped all
the codes and created categories. This was started after the first two interviews and
was revised and modified as the remaining interviews were analyzed.

•

Stage 5—Applying the Analytical Framework: Once the framework was created, a
software called Rev.com was administered to help organize the data in an effective
manner.

•

Stage 6—Charting the Data into the Framework Matrix: This stage was charting the
data into a framework matrix by summarizing the data by categories. During this
stage, a spreadsheet was created by “charting” the data. This process was then
transferred to a matrix.

•

Stage 7—Interpreting the Data: The purpose of this final stage was to interpret the data
with the intent of finding themes and patterns in the data. This process helped find rich
data regarding the phenomena of teacher stress (Gale et al., 2013).

According to (Gale et al., 2013), “The Framework Method has been developed and used
successfully in research for over 25 years and has recently become a popular analysis method in
qualitative health research” (p. 8).
Methods for Establishing Trustworthiness
I established validity by checking for accuracy in the data (Creswell, 2014). The approach
was consistent across different research and projects like the case study (Creswell, 2014). To
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increase the validity and reliability of the study, I triangulated the data to establish recurring
themes and perspectives from participants (Behet & Zauszniewski, 2012; Creswell, 2014).
Triangulation was achieved from three different sources to help ensure that there was more
substance to the data (Stake, 1995). Triangulation involved a prequestionnaire and semistructured
interviews. The prequestionnaire and the interview protocol were both field-tested. Once the field
testing was complete, revisions and modifications were made. I attempted to reduce bias in my
research by being self-reflective and creating a transparent narrative (Creswell, 2014). I
implemented some additional steps to increase the validity and reliability of the study by spending
a prolonged time in the field of study and peer debriefing to allow the interpretation of data to be
explored beyond my perception (Behet & Zauszniewski, 2012; Creswell, 2014).
Researcher’s Role
As a single researcher, I am tasked with ensuring that all participants understand their role
in this study. In addition, I personally review and analyze all data accumulated during the
research. As a campus leader in the same district as the study sites, I was mindful of potential bias
regarding the questions in the interview protocol. In addition, I have worked at multiple campuses
in YISD, thus resulting in relationships with many campus administrators. Moreover, I did not
supervise any of the potential participants in the study. I was sensitive in ensuring that I was
objective in collecting and analyzing data. The interview protocol was created with a strong
emphasis on preventing bias. Being a current campus leader allowed me, as a researcher, to
provide firsthand experiences related to the role and management of teacher stress.
Ethical Considerations
No data were collected from participants until the proposed research had been approved
by the ACU IRB. All participants had anonymity and confidentiality to ensure protection during
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the entire process of the research, as articulated by the IRB. During the study, I ensured
anonymity and privacy for all of the participants. Data were stored on a private and secure digital
file provided by ACU. Therefore, I ensured that all participants were aware of their rights and
protections and that they were aware that they could terminate their involvement in the research at
any time. I also followed the guidelines of YISD regarding research being conducted on campus.
A consent form was provided to assure that data were not be collected until IRB approval and to
guarantee protection to all participants throughout the duration of the study.
Assumptions
The study was centered on several assumptions. I presumed I would have sufficient
responses from potential participants. I believed with the number of volunteers, 10 campus leader
participants were appropriately selected from elementary and secondary campuses. In addition, I
assumed that all participants were honest with their responses.
Limitations
A possible limitation of the proposed research was that the case was centered on a single
school district and focused on a small sample size (Yin, 2018). In addition, a potential limitation
was that since I am currently employed in the district where the research was being conducted and
am familiar with the district, it could lead to potential bias (Yin, 2018).
Delimitations
The research was focused on how campus leaders perceived their role regarding the
management of teacher stress. I attempted to delimit the research by not including teachers’
beliefs in the role of campus administrators in managing teacher stress. In addition, I did not
address the specific causes and effects of stress on teachers from the perspective of the teachers.
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Summary
The purpose of this qualitative, holistic, and exploratory single-case study was to
understand what campus leaders perceived their role in managing teacher stress to be and what, if
any, strategies they were implementing to help teachers manage their stress. Moreover, to
accomplish this purpose and answer the proposed research questions, a qualitative case study
approach was implemented. The proposed sample size of 10 allowed the study to include an array
of perspectives. In addition, the sample included a mixture of campus leaders who served as a
campus principal, associate principal, assistant principal, or dean of students. Methodological
triangulation was implemented to ensure the study was reliable and valid. The research was
aligned with IRB standards to ensure all participants were safeguarded from any potential harm.
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Chapter 4: Results
The purpose of this qualitative, holistic, and exploratory single-case study was to
understand what campus leaders perceived their role in managing teacher stress to be and what, if
any, strategies they were implementing to help teachers manage their stress. The study centered
on answering the following research questions:
RQ1: How do elementary and secondary campus leaders perceive their role regarding the
management of mental stress among teachers?
RQ2: What strategies, if any, are elementary and secondary campus leaders implementing
to help teachers manage stress?
This chapter reports the results from the data analysis first conducted with data
accumulated from a prequestionnaire sent to all participants prior to the interview. Moreover, this
chapter reports the results and details from an analysis administered on the 10 interviews held
with campus leaders. The chapter consists of the following: introduction, a summary of the
research process, research design, analysis of the data, themes resulting from interviews, and an
overall summary of the chapter.
Summary of Research Process
The study applied a qualitative case study approach to accumulate data. After receiving
IRB approval, I compiled a list of eligible participants from a single school district of campus
leaders who were identified as principals, associate principals, and assistant principals with 1 or
more years of service in their current role. Once qualified candidates were determined, a
solicitation email was sent out to 44 eligible participants. The solicitation explained the purpose
of the study, requirements for participation, and the procedures of the study. The goal was to
solicit and interview a minimum of five elementary campus leaders and five secondary campus
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leaders. In addition, several alternates were recruited in the case that data saturation was not
achieved with 10 participants.
Prior to the start of the study, a pilot study was conducted with field experts to ensure the
research design was appropriate and addressed the research questions. Once a solicitation was
emailed and participants responded to participate, I sent a prequestionnaire through
SurveyMonkey and a link to schedule their interview. From there, the interviews were held on
GoToMeeting with the campus leaders following an interview protocol I had created. The
interviews lasted approximately 30 minutes. In addition, the TAPR from the 2018–2019 school
year was implemented in triangulating the data compiled.
Categories and themes related to data collected from the interviews and prequestionnaire
surfaced after the interview, and coding of data was conducted. After collecting all the data, I
performed an analysis process that centered on the seven steps from the Framework Method (Gale
et al., 2013) as follows:
1. All 10 interviews were recorded with GoToMeeting and transcribed through Rev.com.
Once Rev.com sent back the transcripts, a copy was sent to each participant to verify
the transcript was accurate.
2. Once transcripts were completed and verified, I reviewed each transcript to increase
my familiarity with the transcripts.
3. Coding data: The coding process allowed me to intensely review the transcripts
gathered from campus leaders. During this process, key ideas and concepts that were
presented in interviews from participants developed from the data. Establishing
familiarity with the transcripts, I was able to find keywords and beliefs regarding
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teacher stress. In addition, during the coding process, I attempted to answer the
following questions:
•

How do campus leaders know teachers are stressed?

•

What reoccurring items are campus leaders seeing regarding the management
of teacher stress?

•

What are campus leaders doing to manage teacher stress?

The analysis of the data and the process of coding allowed me to determine categories
and themes that were in the interview transcripts.
4. Development of the analytical framework: After the initial coding of the transcripts, I
began to go back over the data and code them into themes. This process was
conducted until saturation of the data had been completed.
5. Applying the analytical framework: Each theme and category were identified by a
specific highlighter color. This allowed me to better organize the data for the coding
matrix.
6. I developed a coding matrix that identified themes, descriptions, evidence, and
subcategories. This approach helped me better organize the categories and themes
emerging from the coding. Direct comments of participants were pulled and compiled
in the coding matrix.
7. Interpreting the data: After completing the coding matrix, I continued to review the
matrix and transcript in an attempt to ensure that appropriate themes and codes were
determined.
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Findings
The findings of the study were amassed from a prequestionnaire, 10 interviews, and the
TAPR from 2018–2019. The prequestionnaire was sent to participants prior to the interview. This
step allowed me to use the questionnaire data in the interviews and deepen answers from
participants. In addition, this process allowed me to make appropriate adjustments and ensure I
had adequate knowledge of all technology platforms being implemented in the study.
Pilot Study
Prior to the prequestionnaire being sent and interviewing participants, I conducted a pilot
study with three eligible candidates from YISD for the study. During this process, I reviewed the
prequestionnaire and interview protocol in the field study with field experts. In addition, I
scheduled interviews to be held on GoToMeeting to ensure I was familiar with the recording
platform and the transcript process I planned to use through Rev.com.
During the pilot study, the field experts offered suggestions and potential edits that would
strengthen the prequestionnaire and interview protocol. Suggestions were applied to the study to
improve the overall flow and direction of interviews. In addition, I also made minor edits to the
prequestionnaire to ask clear and efficient questions.
Prequestionnaire Findings
Five elementary campus leaders and five secondary campus leaders completed a ninequestion prequestionnaire before holding their interview. The purpose of the prequestionnaire was
to provide information from participants prior to the interview being held. Moreover, the
reasoning was that I would have prior knowledge of the perceptions regarding teacher stress. In
addition, the knowledge from the prequestionnaire would be utilized to expand the responses
deeper.
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The first four questions of the prequestionnaire focused on acquiring data regarding the
background of the participant. Question 1 addressed the name of the participant, followed by the
current campus, current role, and experience at the current campus of the campus leader. Question
5 started the investigation of campus leaders’ perceptions regarding teacher stress.
The following prequestionnaire Questions 5 and 6 focused on acquiring data regarding
experience and recognizing teacher stress. Question 5 asked campus leaders, “Have you
experienced teachers that are negatively impacted by teacher stress?” In addition, 71% of campus
leaders said they were very likely to experience teachers who were negatively impacted by stress,
followed by 21% selecting likely. In contrast, 7% of the participants reported very unlikely that
they would experience teachers who were negatively impacted by stress. Question 6 asked
participants, “Are you good at recognizing the impact teacher stress has on your campus?”
Question 6 received a response of 71% of campus leaders selecting likely and 29% very likely.
These two screener questions allowed me to expand on the participants’ responses during the
interview regarding their experiences with teachers and their ability to recognize teacher stress.
Questions 7 through 9 on the prequestionnaire centered on the campus leader’s ability to
address teacher stress and manage the impact of that stress. Question 7 asked the campus leaders
if they had the skills and resources to address teacher stress. Responses from participants reported
71% saying likely; however, very likely and unlikely responses both had a response rate of 14%.
Question 8 asked the campus leader if they expressed compassion and care toward teachers who
experienced high levels of stress. Campus leaders were slightly similar in their responses, with
64% reporting very likely and 35% reporting likely. The final question of the prequestionnaire
asked if the causes of teacher stress were avoidable. The responses to the question did not differ
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much, with 50% reporting very likely, 43% reporting likely, and 7% reporting neither likely nor
unlikely.
Interview Findings
There was a total of 10 campus leaders who participated in the study. The interviews
consisted of 5 elementary campus leaders and 5 secondary campus leaders. In addition, the
following pseudonyms were assigned to the participants: ECL 1, ECL 2, ECL 3, ECL 4, ECL 5,
SCL 1, SCL 2, SCL 3, SCL 4, and SCL 5. The interview protocol consisted of two research
questions, with each research question having five subquestions. The first research question was
regarding how campus leaders perceived their role in managing mental stress among teachers.
The five subquestions consisted of the following:
1. In looking at the stressors that teachers experience, what are some of the top five
stressors teachers on your campus express to you?
2. How does teacher stress impact the campus?
3. What is your perceived role in the management of teacher stress?
4. In light of COVID-19, what are the top five areas that have been impacted by the
stress level of the teachers on your campus?
5. Looking at your teacher attrition rates in the 2018–2019 TAPR, how do you feel
COVID-19 will impact your teacher turnover rate?
The following research question on interview protocol was “What strategies, if any, are campus
leaders implementing to help teachers manage stress?” The following five subquestions were
asked:
1. What advice, if any, do you have for campus leaders regarding the management of
teacher stress?
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2. If any, what strategies are you implementing to help manage teacher stress?
3. Have your strategies for managing teacher stress changed due to COVID-19?
4. If yes, what strategies are you implementing?
5. What else would you like to share with me about teacher stress?
Campus Leaders’ Perspective on Teacher Stress. The first subquestion of RQ1 asked
campus leaders to name the five stressors of teacher stress. Campus leaders shared multiple
responses of reasons teachers on their respective campuses experienced stress. Some of the
reasons they shared were student behavior, job demands, lack of time, difficult parents, and
negative school culture. For example, ECL 1 explained that teachers in a self-contained class at
the elementary campus faced a daunting challenge with student behavior because they had the
same students for a full day versus how secondary schools had students for shorter blocks of time.
In addition, SLC 4 and SLC 5 discussed the recent demands and changes that had emerged
because COVID-19 had drastically impacted their teachers’ stress levels. SCL 2 explained, “Our
perceived role is to be 100% involved and in tune with staff stress levels in order to help alleviate
that stress so it doesn’t interfere with student performance.” ECL 4 stated, “My role is not to just
be reactive but to be proactive.”
In addition, campus leaders had an opportunity to reflect on these stressors and follow up
with describing their understanding of the impact that teacher stress had on their campus in
Subquestion 2. Campus leaders discussed how teacher stress could negatively impact their
campus and overall school culture. ECL 1 stated, “Let’s say a popular teacher, a teacher leader, or
someone that is well-respected is experiencing stress. The entire school is going to know about it
because they are going to verbalize it.” Many campus leaders stated that they had a problem with
negative teachers who would attempt to recruit other teachers to support their negative cause.
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Administrators stated that they had to intervene before the situation negatively affected campus
morale. ECL 3 said, “If you have a lead teacher that has negatively impacted a grade level with
their poor attitude, it starts to leak out to their team, then eventually leaks out to their friends and
others on the campus.”
The next subquestion asked campus leaders what their perception of managing teacher
stress was on their campus. A significant factor of this question was the variance in response from
elementary and secondary campus leaders. Elementary campus leaders tended to perceive their
role as more supportive and proactive, with a focus on improving overall job satisfaction.
Specifically, ECL 4 said, “My role is to support the teachers and do what I can to eliminate the
stress and the things that are causing the stress.” Moreover, secondary campus leaders tended to
focus their perception of their role as being a resource for managing teacher stress, which could
be identified as being reactive. For example, SCL 4 stated, “This might sound weird and maybe
counter-productive as far as what you’d normally expect from a leader, but my strategy early on
has been to leave them alone because I trust my teachers.”
The final two subquestions of RQ1 were centered around how COVID-19 had impacted
teacher stress. Participants reported COVID-19 had been a significant stressor for teachers. In
addition, it was reported that all the changes and safety protocols that came with COVID-19 had
drastically impacted the classroom and the teachers’ ability to perform effectively. ECL 3
described, “During COVID-19, health concerns [were] a big stressor for teachers … and when
other teachers or students had COVID-19 symptoms or exposure, teachers’ stress level would
increase.” While participants reported a significant impact of COVID-19, campus leaders did not
expect COVID-19 to impact teacher attrition rates on their campus for the next school year.
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Campus Leaders Managing Teacher Stress. The second research question also
consisted of five subquestions that centered around what strategies, if any, campus leaders were
implementing to help manage teacher stress. The first subquestion asked participants to share any
advice they had for campus leaders regarding the management of teacher stress. SCL 2 stated,
“One of the greatest pieces of managing teacher stress is being an authentic listener.” Participants
consistently mentioned listening as one of the most effective ways a campus leader could manage
teacher stress. ECL 2 discussed how it was important as a leader to protect and value the time you
can offer to just listen to teachers. In addition, SCL 5 discussed that listening and identifying with
teachers on what was causing stress was an important piece in the management of teacher stress.
Specifically, SCL 5 stated, “As leaders, we have to listen more than we speak.”
During the interviews, when the second subquestion was asked regarding what strategies
they were implementing to help manage teacher stress, campus leaders provided an array of
responses. Most mentioned incentives such as jeans passes for teachers, drink carts, and providing
coverage for teachers to prepare. SCL 4 explained one of the strategies they implemented was to
allow teachers space with the intent to avoid burdening a teacher with one more thing. In addition,
ECL 3 discussed how sending out surveys regularly to staff helped gauge what was causing their
stress. This helped the campus leader create specific responses and actions to help decrease or
eliminate that stress. SCL 2 said, “I think you have to involve teachers in the decision-making to
relieve stress because you get more buy-in.”
The third and fourth subquestions were asked to see how campus leaders had adjusted the
management of teacher stress due to strict regulations preventing the spread of COVID-19. Many
campus leaders reported having to alter some of their incentives to manage teacher stress. All
campus leaders noted the importance of addressing teacher stress through multiple strategies;
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however, the traditional strategies that were implanted had to be altered due to COVID-19. ECL 2
stated, “One typical strategy is having potluck or buffet style lunches with our staff to increase the
sense of a campus family; however, due to COVID-19, we are no longer allowed to do so.” In
addition, SCL 3 explained that COVID-19 has required campus leaders to pay attention to the
programs and incentives offered to teachers to make sure that they are not creating unnecessary
stressors for the teachers or violating any COVID-19 requirements.
The final subquestion asked campus leaders to share anything additional about teacher
stress that was not covered during the interview. This subquestion allowed campus leaders to
share their thoughts and suggestions in managing teacher stress. For example, SCL 4 shared that
when teachers were not feeling supported by their administrators, it caused them stress. SCL 4
also reported that when teachers felt that they were not doing enough for an ambitious leader, that
also caused them unnecessary stress. ECL 3 discussed how they had always wanted to keep a
notebook of stressors that occurred during the school year and proactively prepare for the next
school year with those potential repeating stressors in mind. Moreover, SCL 2 referred to “finding
a balance between what definitely has to be done or mandated by outside influence—not just
adding one more thing to a teacher’s plate by doing so.”
Emerging Themes
The first four themes that emerged because of RQ1 during the interviews were parents,
time, learning management systems (Canvas), and campus culture. In addition, three themes that
emerged from RQ2 were listening, managing the impact of teacher stress, and incentives and
programs.

69
Theme 1: Parents
A common stressor among teachers, according to campus leader answers, was parent
engagement or lack of parent participation. Campus leaders agreed that parents had a significant
role in impacting teacher stress. Teachers were under constant stress from fear of parents
complaining to campus leaders and the perceptions that parents had about teachers. Campus
leaders were aware of the demands and burdens teachers inherited because of parents. In addition,
the array of family dynamics and parent involvement of students could negatively impact the
classroom. The complexity of family dynamics and situations that were happening to students in
and out of the classroom had the potential for negative interactions between parents and teachers
due to outside factors.
In the transcripts from interviews, campus leaders shared insight on how parents can
impact the stress levels of teachers. ECL 1 stated, “Lack of parental involvement is a stressor for
teachers.” In addition, ECL 1 explained that if a student was not performing at grade level for a
specific subject, the teacher had a tendency to credit it to a lack of parent involvement in
practicing the skills needed at home. Moreover, ECL 3 discussed how teachers could feel
abandoned by campus leaders when not supported during parent-teacher conflict. ECL 4 further
supported this notion by adding,
Teachers express a lot of concern when a parent expresses some dissatisfaction, whether
it’s with how their student is performing, or an experience with a classmate or an
experience with the teacher. [It] really tends to stress teachers out when they have any
negative or perceived negative situation going on with a parent.
SCL 4 explained that campus leaders could help reduce teachers’ stress levels by acting as a filter
between teachers and parents. The campus leaders shared that it was important to be an advocate
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for both teachers and parents in potentially conflicting situations. Experienced campus leaders
shared that it was sometimes a difficult task to have a “balanced approach” when dealing with
teacher-parent conflict. The end goal was for both to feel heard and supported and work together
in the future to meet the needs of the student. Teachers are regularly confronted by difficult
parents, thus making parent-teacher conflict unavoidable; however, it is important campus leaders
understand the potential impact parents can have on teacher stress (Prilleltensky et al., 2016).
Theme 2: Time
The responsibilities and demands that come with teaching become increasingly difficult
when regarding the amount of time that is required of teachers outside of contract hours. Some
common items identified by campus leaders that involved time were lesson planning and
preparing materials and supplies, grading, faculty meetings, answering students’ and parents’
emails, and extra duties such as tutorials or morning or afternoon duty. Campus leaders reported
that while time has been a scarce commodity in teaching, COVID-19 has drastically impacted the
number of times teachers were forced to commit to their profession. Some of the greatest
challenges that have emerged from COVID-19 were teaching both in-person and remote learners,
a new learning management system, and the constant change and fear associated with COVID-19.
With the drastic changes, campus leaders reported that teachers were constantly working
outside of their contract hours to ensure their students were receiving high-quality learning. SCL
3 explained that with the increasing demands of teaching during COVID-19, teachers have
become more reactive than proactive. With the dynamics of education changing due to COVID19, teachers found themselves having to learn the features of a new learning management system
while being responsible for teaching students how to manage their learning. SCL 1 went into
detail on how stress could cause teachers to work longer hours and that teachers should attempt to
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find a balance between their professional and personal lives. Moreover, the amount of time that
teachers were required to spend away from their families while at work, home, or other activities
forced teachers to pay for additional childcare. This was a continued increasing financial
commitment (Reilly, 2018). Considering the value of time, many campus leaders felt that one of
their greatest tasks was to protect the time of their teachers and help them to distinguish priorities
regarding time. Therefore, all campus leaders made a statement about reducing the number of
staff meetings and focusing on filtering responsibilities.
Theme 3: Learning Management Systems (Canvas)
The teachers had experienced a drastic change in how they provided curriculum and
instruction over the past several months, largely due to COVID-19. The current pandemic and
spread of COVID-19 had forced the school to offer both in-person learning and remote learners.
Specifically, YISD had adopted a new learning management system called Canvas. Moreover,
Canvas had become the central housing platform for curriculum and instruction in YISD. All 10
of the campus leaders expressed that the sudden change forced by COVID-19 had put an
undeniable strain on teachers whose job expectations had remained the same regardless of the
change occurring. ECL 1 believed that Canvas had been a stressor for teachers because the school
district had adopted Canvas as its electronic housing platform at the start of school, and teachers
felt unprepared. This new adoption, combined with COVID-19 had caused stress for the teachers.
The amount of stress linked to learning an entirely new learning system had been
challenging for students and parents. Teachers also were required to design an entire curriculum
on a platform about which little was known. SCL 3 described that one of the greatest difficulties
regarding Canvas was that teachers were having to teach students to navigate Canvas while they
were still trying to learn how to use it themselves. Campus leaders also noted that teachers were
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experiencing large amounts of stress trying to motivate remote and in-person students to complete
assignments. In addition, SCL 2 shared that teachers on their campus were extremely
overwhelmed in trying to juggle a new way of teaching and ensuring they fulfilled their required
duties. While many curriculum standards had not changed in YISD, the method of instruction
changed tremendously, thus creating a gap between the expectations of teachers and the reality
that teachers were facing while coping with COVID-19. Curriculum and instruction have always
been a stressor for teachers (von der Embse et al., 2016); however, the uncertainty of what
direction curriculum and instruction were going in the future of education was a concern for most
campus leaders.
Theme 4: Campus Culture
Another theme that emerged regarding RQ1 was the general theme of campus culture.
Campus leaders covered the day-to-day operations that were specific to a campus and that often
influenced the campus culture. For example, the campus leaders gave some of the following
factors that could affect campus culture: student behavior, being a Title 1 campus, large class
sizes, classroom management, COVID-19, and teaching remotely when quarantined. All the
campus leaders described the campus culture as a significant factor regarding teacher stress.
ECL 1 explained the challenges that come with being a Title 1 campus, such as being a
transient campus, large gaps in students’ learning abilities, and student behavior issues. In
addition, the elementary campus leaders stated that the stress level of teachers was higher than
that of the high school campus because elementary teachers were with the same children all day
due to self-contained classes. Most campus leaders mentioned that student behavior was a major
stressor for most teachers; however, there was not much expansion on the topic due to what
campus leaders reported as a decline of disruptive behavior on campus. ECL 2 shared how a large
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percentage of students who had behavioral issues on campus elected their method of instruction
as remote, thus decreasing the number of behavioral issues teachers could potentially have.
The size of the classes seemed to be an issue with the elementary campus. The elementary
and middle school campus leaders felt like their large class sizes caused stress for their teachers.
This did not appear to be an issue with the high school campus. SCL 2, who was a campus leader
at a middle school, stated that teachers were facing new safety issues; they were afraid of
contracting COVID-19. They were simply overwhelmed when they were required to be in a
classroom with 25 plus students each period. ECL 4 stated, “You have to take care of the teachers
so they can take care of kids … and protecting the campus culture is crucial.” According to all the
participants, the campus culture had the potential of being one of the greatest stressors that could
eventually lead to teacher burnout. With the ever-increasing demands of teachers, campus culture
is a pivotal piece of reducing teacher stress levels (Greenberg et al., 2016).
Theme 5: Listening
Many campus leaders felt that stress was inevitable, and one of the most significant
responses was simply to listen to teachers. The study revealed that listening to and checking on
teachers could help campus leaders manage stress effectively. ECL 2 explained that listening to
and checking in on teachers could lead to teachers opening up about stressors and struggles. In
addition, ECL 2 shared a story of a teacher calling on her way home to tell him that she wanted to
resign. ECL 2 stated, “This phone call allowed me to just listen … and give some assurances for
the struggling teacher.” SCL 3 stated,
The first step in acknowledging teacher stress is recognizing what stress they are
experiencing and how the stress has affected them. Then you just listen to see what is
happening and causing their stress. After this, you determine how you can help them.
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SCL 5 said, “Making teachers feel comfortable enough to talk to me is important in helping to
manage stress, and then I try to provide as much relief as much as possible.” In addition, SCL 4
discussed being available to teachers and making teachers feel comfortable bringing up concerns
and issues. ECL 3 explained, “If a campus leader fails to listen, stress can spread like cancer on
the campus.” Moreover, ECL 5 added, “Just building a relationship with them and letting them
know that feeling stress is completely normal and that we can work together and help each other
through the difficulties that we have.”
In addition, ECL 4 added, “You have to intentionally make sure that you are creating an
environment where teachers feel safe coming to you so that you can mitigate that so you don’t
create a negative culture.” Several campus leaders stated that listening helps them take a proactive
approach to manage teacher stress. Moreover, the proactive approach helps the campus leaders
identify and know potential stressors for specific teachers, given that stress has a significant
individual impact (Schneiderman et al., 2005).
Theme 6: Managing the Impact of Teacher Stress
The study revealed that most of the campus leaders were acknowledging teacher stress and
attempting to help manage their stress before it negatively impacted the campus. The management
of teacher stress differed among campus leaders; however, one thing that remains constant was
protecting teachers and their time. ECL 4 referred to managing teacher stress by reflecting on the
question “What would I want my administrator to do for me if I was a teacher that was teaching in
a pandemic and wanting support with managing my stress?” All campus leaders agreed that being
proactive with teacher stress could potentially prevent the stress from causing major disruptions
on the campus.
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SCL 4 explained being proactive in managing teacher stress by protecting teachers and
giving them space as a sign of trust. SCL 4 added, “This might sound weird and maybe counterproductive as far as what you’d normally expect from a leader, but my strategy early on has been
to leave them alone because I trust my teachers.” SCL 2 had a similar approach centering the
campus decisions around a leadership team to lead their specific groups. In addition, SCL 2
stated, “I think you have to involve teachers in the decision-making process in order to relieve
stress because you get more buy-in from them.” Several participants discussed how multiple
forms of communication are critical in managing teacher stress with information and updates that
could potentially lead to stressors for teachers. ECL 3 explained that when managing and
decreasing teacher stress, it was important to show empathy toward the teachers and their specific
situation. Moreover, ECL 4 discussed a campus leader showing vulnerability with teachers in
regard to specific stressors helps campus leaders manage teacher stress effectively.
Theme 7: Incentives and Programs
The final theme from the study was incentives and programs campus leaders were
implementing to help manage teacher stress. Many campus leaders reported that some of their
incentives had been impacted by COVID-19, such as no longer having potlucks or buffets for
staff. ECL 4 discussed a program that their counselor organized every day by sending wellnessfocused greetings such as, “Today when you’re in a situation, try to think about something funny
in it, about being patient.” ECL 5 shared that their campus does a “choice session” every month
where the teacher can pick different courses such as yoga or some type of art or craft so that
“teachers can stop and take care of themselves and know that they are important and they’ve got
to have self-care.” ECL 2, ECL 3, SCL 2, SCL 3, and SCL 4 all discussed that they regularly took
around a drink cart for staff, not only to boost morale but to use the time as a measurement of the
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current stress level of teachers. An additional incentive all campus leaders were implementing
was providing extra time for teachers to plan due to COVID-19 changes by providing them with
occasional coverage of class so they can work on other items. SCL 2 and ECL 3 talked about
promoting teacher wellness by having an annual step challenge among the entire campus as an
effort to motivate teachers to focus on self-care.
Summary
This chapter started with the purpose of the study, research questions, and a summary of
the research process. The summary of the research process included a detailed explanation of how
the data analysis was conducted. In addition, this chapter included a section of the findings in the
prequestionnaire results and analysis and the interview findings. The following sections covered
the six major themes that emerged from the study. In Chapter 5, there is a further discussion of
the findings in relation to past literature followed by the limitations, recommendations, and
conclusions of the study.
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Chapter 5: Discussion, Conclusions, and Recommendations
Teachers leaving the profession of teaching have been an escalating burden that
educational leaders are currently facing (Podolsky et al., 2017). For many teachers, high levels of
stress are forcing them to leave the profession (Greenberg et al., 2016). Evidence gathered from a
prequestionnaire and interviews revealed that teachers’ stressors varied from campus to campus;
however, a common theme was the negative impact teacher stress could potentially have on
teachers and their campuses.
The purpose of this qualitative single-case study was to understand what campus leaders
perceived their role in managing teacher stress to be and what, if any, strategies they were
implementing to help teachers manage their stress. The study focused on two research questions:
RQ1: How do elementary and secondary campus leaders perceive their role regarding the
management of mental stress among teachers?
RQ2: What strategies, if any, are elementary and secondary school leaders implementing
to help teachers manage stress?
Campus leaders who have been in their current position for at least 1 year were asked to
participate in this qualitative study. After providing consent for participation, the administrators
completed a prequestionnaire and then participated in an interview. After the prequestionnaire and
interview were conducted, the interviews were transcribed by Rev.com and later analyzed using
the Framework Method (Gale et al., 2013).
The purpose of Chapter 5 is to understand and articulate the findings of the study and
show the connection to the literature regarding teacher stress and the management of stress. This
chapter also discusses the limitations associated with the study. In addition, this last chapter
suggests recommendations for future studies and a conclusion of all findings.
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Discussion of Findings in Relation to Past Literature
While analyzing the data collected from the study, I detected emerging themes. The first
four themes related to RQ1 were parents, time, learning management systems (Canvas), and
campus culture. In addition, three themes that emerged from the second research question were
listening, managing the impact of teacher stress, and incentives and programs.
Research Question 1: How Do Elementary and Secondary Campus Leaders Perceive Their
Role Regarding the Management of Mental Stress Among Teachers?
During the interview sessions, campus leaders were asked the first research question
followed by five subquestions. Campus leaders were first asked to identify the stressors of their
teachers and discuss if they noticed teacher stress having an impact on their respective campuses.
Greenberg et al. (2016) asserted that teacher stress negatively impacted teachers’ ability to
effectively perform and fulfill their responsibilities as a teacher. Many campus leaders believed
they played a role in managing teacher stress; however, the role varied between campuses.
Participant SCL 4 believed that stress could negatively impact the overall performance of the
campus if it was not addressed appropriately. SCL 5 claimed that it was the campus leaders’
responsibility to be connected and understand what stressors need attention on their campus. In
addition, Atiles et al. (2017) reinforced that campus leaders had significant influence regarding
the management of teacher stress.
During the interview process, campus leaders articulated that teacher stress is often
unavoidable; however, it is pivotal for campus leaders to understand their campus and how
particular stressors can potentially impact the campus. ECL 4 described the importance of taking
care of teachers and addressing the stressors. In addition, ECL 4 added if teachers were not in a
good spot mentally, it was going to be difficult to trust that they were adequately taking care of
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students’ needs. Moreover, the literature supported their responses. Greenberg et al. (2016)
confirmed that high levels of teacher stress often resulted in disengagement between teachers and
students. ECL 3, ECL 4, and SCL 4 described one of the most important pieces to addressing
teacher stress as being proactive rather than reactive. In addition, the literature supported that
teacher stress was heavily impacted by campus leaders’ responses or lack thereof to managing
teacher stress (Akman, 2016; Atiles et al., 2017; Greenberg et al., 2016; Jones & Diagle, 2018).
According to campus leaders’ responses to the first research question, all the
administrators emphasized that their role in managing teacher stress was critical. They felt that
they should act as a barrier between the stressor and the teacher, as well as help the teacher
manage the situation that caused the stress. They felt the key to decreasing and managing stress
was to analyze the stressors. These stressors determined how the administrators would intervene
in the stress management process. The following themes emerged as stressors campus leaders
often deal with: parents, time, learning management systems (Canvas), and campus culture.
Campus leaders stated that some teachers’ stressors were impacted strongly by how the leader
responded to their concerns and complaints.
Research Question 2: What Strategies, If Any, Are Elementary and Secondary Campus
Leaders Implementing to Help Teachers Manage Stress?
Data collected from the prequestionnaire and interviews indicated that campus leaders
believed they had an important role in managing their teachers’ stress. Three emerging themes
that emerged on how campus leaders address teacher stress were listening, managing the impact
of stress, and incentives and programs. A difference existed between the elementary and
secondary administrators’ responses. Elementary campus leaders tended to be more proactive in
their response to managing teachers’ stress, while secondary campus leaders had a tendency to be
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more reactive. For example, ECL 1 and ECL 3 discussed how teachers enjoyed having theme
days and that the staff and students both enjoy the change in routine. This approach allows the
elementary campus leader to be more proactive in the approach to managing teacher stress.
Moreover, secondary campus leaders differ by being more direct and reactive in providing more
basic rewards such as a food to deter negative stressors or a reactive response to stress teachers
are experiencing. ECL 4 asserted that the mindset of remembering what the leader wanted when
they were a teacher was crucial to a campus leaders’ ability in addressing teacher stress.
Moreover, SCL 4 discussed the strategies implanted on their campus as a “hands-off approach.”
The difference in methods by campus leaders aligned with the literature. The literature stressed
that individualized experience impacts each person uniquely (Schneiderman et al., 2005). For
example, teacher evaluations can cause significant amounts of stress for one teacher while another
might not be negatively impacted by the evaluation.
SCL 2 discussed how important it was to make teachers feel like they were a part of the
decision-making process. In addition, making the teacher feel involved was important; however,
campus leaders believed that teachers should be heard individually so that their concerns could be
addressed. SCL 5 reiterated that they made an extra effort to get to know teachers personally and
determine what individual stressors and motivators the teachers had. This approach is supported
by LeBlanc (2009), who described the importance of acknowledging that stressors are different
for each person.
Elementary campus leaders tended to be more proactive in their approach to managing
teachers. For example, ECL 1 discussed how they send out goodie bags such as chocolate and
other candy with a positive message for teachers. ECL 3 focused on sending out surveys to gather
information on what stressors teachers were encountering, while ECL 4 used thank you notes as a
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way to proactively manage teacher stress. In addition, ECL 5 offered a unique proactive approach
by offering “choice” sessions periodically such as yoga, a cooking class, or other opportunities for
teachers to practice self-care.
As for secondary campus leaders, a reactive approach to managing teacher stress was
found to be more common. For example, SCL 1 discussed providing professional development
for teachers struggling in specific areas. SCL 2 rewarded teachers with extra jeans days for
participating in an optional professional development. Moreover, SCL 4 avoided scheduling
meetings when teachers were expressing that their stress levels were high, while SCL 5 offered to
provide a full-day substitute for teachers who were stressed over needing extra planning time to
be prepared for lessons.
Implication of Conceptual Framework
The study was grounded by the TPSM (Quick & Quick, 1979) and the theory of
transformational leadership (Bass, 1990). It was also impacted by the concept of teacher attrition.
The TPSM explained the potential impact leaders could have in preventing and managing stress.
The transformational leadership style is conducive to stress management because of the
administrators’ desire to inspire and motivate their teachers in the stress management process.
The concept of teacher attrition was an important factor in this study because the level of teacher
stress is directly related to teachers leaving the profession (Brunsting et al., 2014; Emery &
Vandenberg, 2010; Shen et al., 2015). The data collected from the prequestionnaire and
interviews related to these two theories.
The TPSM focuses on stressors that potentially trigger the stress response by individuals
(Quick & Quick, 1979). In addition, there are specific preventive measurements leaders can apply
to reduce the impact of stress significantly. One preventive measure is establishing strategies and
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supports with a focus on relieving certain teacher stressors, such as listening, managing the
impact of stress, and incentives and programs. While teacher stress is unavoidable, a crucial role
in managing teacher stress is having these preventive strategies in place.
The transformational leadership theory focuses on four key qualities, such as charisma,
inspiration, individual considerations, and intellectual stimulation (Bass, 1990). This theory was
evident in the study due to several of the campus leaders agreeing that helping teachers on their
campus grow professionally could improve the overall culture of the campus. Campus leaders
attempted to maintain a mindset of remembering what they wanted in a leader when they were a
teacher and let that help drive their decisions as a campus leader. The theory of transformational
leadership also aligns with the idea of increasing teachers’ roles in decision-making and the
implementation of campus initiatives. Transforming teachers into becoming leaders on their
respective campuses has the potential to improve the overall performance and job satisfaction of
teachers, thus reducing potential stressors and improving the overall campus culture. COVID-19
has been a test for campus leaders and has truly come to form during the pandemic. COVID-19
has required campus leaders to adjust their traditional role as a campus leader while also helping
others around them transform and grow to better align with the changes to education from
COVID-19.
The concept of teacher attrition was important to the study because teacher attrition is a
common result of teacher stress (Brunsting et al., 2014; Emery & Vandenberg, 2010; Shen et
al., 2015). Moreover, the concept aligned with the study to communicate why campus leaders
should be mindful of teacher stress and attempt to protect their teachers from potentially
damaging stressors. While teacher stress is not the only cause for teacher attrition, it does have a
tremendous impact on teachers’ decisions to remain or leave their campuses or the profession
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entirely (Greenberg et al., 2016). Campus administrators have many daunting task and job
responsibilities; however, it is evident a driving force behind all decisions is how this impacts
teachers.
Implication for Practice
Most of the campus leaders explained that while teachers experience a wide number of
stressors, they felt confident they were aware of the significant stressors on their campuses. In
addition, the study’s findings indicated that the stressors and teachers’ response to stressors varied
between campuses. With the individualization connection to stress, campus leaders stressed how
building relationships and understanding teachers is pivotal to their approach in managing teacher
stress. Atiles et al. (2017) asserted that the leaders have impactful roles due to how they either
help manage the stress or escalate the stress.
While all campus leaders acknowledged that stress was present on their campus, the
methods and strategies to manage teacher stress differed. Strategies such as helping the teachers
to get the parents involved in their students’ academic endeavors, providing teachers with time to
plan and prepare, and helping teachers cope with changes due to new campus initiatives are
critical in helping teachers cope with stress. Perhaps the most important strategy is listening to the
teachers and having an open line of communication with them. This communication also involved
involving teachers in campus decision-making.
Campus leaders may assume that teacher stress is an issue that teachers must address
themselves. This study illustrated a different understanding in that campus leaders feel that they
play a major role in managing teacher stress by either reducing it or eliminating it altogether
simply by being proactive. Teachers react differently to stress, and they have different stressors.
This study supported that it is critical that principals know these individual stressors. Moreover,
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campus leaders are successfully managing teacher stress by addressing it with an individual focus
on specific stressors and establishing a barrier between the stressors and teachers. This uniqueness
and individualized approach to how campus leaders manage stress confirmed that campus leaders
are a key piece to establishing a conducive campus culture.
In addition, a significant finding of the study was that stress management by campus
leaders is situational and needs to be modified according to the situation. For example, COVID19 has been a major stressor for teachers; however, campus leaders are not permitted to use some
of their “destressor incentives” such as providing a buffet lunch due to COVID-19 health
restrictions. The unpredictability of stressors and the impact they have on the campus create a
challenge for campus leaders to constantly measure and evaluate the stressors on their campuses
and address the stressors in an innovative approach. In addition, the unpredictability has required
campus leaders to be mindful of assigning additional tasks and even being mindful of potential
incentives due to the increased stress level associated with COVID-19.
Limitations
The first limitation of the study was the small sample size of campus leaders, which only
consisted of campus leaders from a single school district. In addition, eligible participants had to
have 1 or more years of service in their current role. This deleted campus leaders who had taken a
new position within the district. Moreover, the sample size consisted of 10 participants from the
solicitation of 48 eligible participants.
An additional limitation of the study was that majority of the research was conducted
during the COVID-19 pandemic. COVID-19 drastically changed the way schools operate from
the previous school year (Decker et al., 2020). At the time of the prequestionnaire and interview,
many campus leaders were encountering issues they had never experienced. The unknown fate of
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education and what the school year would look like left some campus leaders speculating what
the potential impact of COVID-19 would be on teachers.
Recommendations
According to the findings of the study, some future research recommendations exist. First,
future research may benefit from examining how teachers perceive the campus leaders’ roles post
COVID-19. For example, the changes that have been a result of COVID-19 and how campus
leaders have responded could potentially be studied. Because the roles of campus leaders and
teachers are drastically altering, it is important to consider the different setting education could
possibly be in post-COVID-19.
In the future, researchers could consider a larger-scale study. While this study was
restricted to a school district in Texas, future research could focus on a nationwide study.
Examining the study with a quantitative lens could provide interesting results that cover a larger
population. In addition, future research could benefit from examining the teachers’ point of view
on how campus leaders are managing teacher stress.
Reflections
After working in education for the past 13 years and experiencing large amounts of
unaddressed stress as a teacher, I personally felt a connection with the study. In the middle of my
career as a teacher, I was contemplating leaving the teaching field entirely due to this stress;
however, when I received my first administration job, my whole view on my role in education
changed. I worked with veteran administrators who cared about teachers as individuals and not
just as employees. This experience sparked an interest in me that drove this study on how I could
make the campus I work at a better place that promoted teachers’ emotional health.
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The specific impact of COVID-19 on public education added the theme of learning
management systems (Canvas) to the findings. The pandemic has required schools to offer
instruction both in person and remotely for students. With this requirement, campuses have had to
adopt learning management systems like Canvas to ensure the curriculum is available to all
students. While this theme was specific to COVID-19, the remaining themes of time, parents,
campus culture, incentives, managing teacher stress, and incentives and programs would still be
present regardless of COVID-19.
Even though the education profession is currently in a state of increased stress and
concern during the COVID-19 pandemic, there is hope for campus leaders and teachers. When
campus leaders take the time to manage stress with an individualized approach, a connection is
established that bonds teachers and campus leaders together. Ultimately, the result could be a
stronger campus culture that leads to a better overall educational environment for the students.
Conclusions
The purpose of the study was to understand the perceived role of campus leaders
regarding the management of teacher stress and what, if any, strategies campus leaders were
using. This study used a qualitative approach to better understand how campus leaders perceived
their role in managing teacher stress. The study revealed that many campus leaders believed that
an important part of their job was to manage teacher stress. Campus leaders believed that
managing the key stressors for teachers such as parents, time, learning management systems
(Canvas), and campus culture could help reduce their stress level. In addition, the study
specifically revealed that campus leaders were managing teacher stress by listening, managing the
impact of stress, and implementing incentives and programs.
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Appendix A: Prequestionnaire
1. Title:
2. Campus:
3. Current role:
4. Have you experienced teachers that are negatively impacted by teacher stress?
Very Unlikely

Unlikely

Likely

Very Likely

5. Are you good at recognizing the impact teacher stress has on your campus?
Very Unlikely

Unlikely

Likely

Very Likely

6. Do you have the skills and resources to address teacher stress?
Very Unlikely

Unlikely

Likely

Very Likely

7. I express compassion and care towards teachers experience high levels of stress.
Very Unlikely

Unlikely

Likely

Very Likely

8. Are some causes of teacher stress avoidable?
Very Unlikely

Unlikely

Likely

Very Likely
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Appendix B: Interview Protocol
Q1. How do campus leaders perceive their role regarding the management of mental stress
among teachers?
1. In looking at the stressors that teachers experience, what are some of the top 5 stressors
teachers on your campus express to you?
2. How does teacher stress impact the campus?
3. What is your perceived role in the management of teacher stress?
4. In light of COVID-19, what are the top 5 areas that have been impacted the stress level
of the teachers on your campus?
5. Looking at your teacher attrition rates in the 2018–2019 TAPR report, how do you feel
COVID-19 will impact your teacher turnover rate?

Q2. What strategies, if any, are campus leaders implementing to help teachers manage
stress?
1. What advice, if any, do you have for campus leaders regarding the management of
teacher stress?
2. If any, what strategies are you implementing to help manage teacher stress?
3. Have your strategies for managing teacher stress changed due to COVID-19?
4. If yes, what strategies are you implementing?
5. What else would you like to share with me about teacher stress?
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Appendix C: Coding Matrix
Q1. How do elementary and secondary campus leaders perceive their role regarding the
management of mental stress among teachers?
Themes
Descriptions
Evidence and
subcategories
Parents

Common stressors that
result from parent
involvement or lack
thereof

Campus leader serves as
a filter between teacher
and parents.

¾ Lack of parent
involvement
¾ Lack of reading at
home
¾ Parent support
¾ Administrative
support need with
parents
¾ Perception of
parents
¾ Parents
complaining about
teacher
¾ Building a rapport
with parents
¾ Home life and
family problems
¾ Family dynamics
¾ Dissatisfaction
with student
performance
¾ Negative
interactions with
parent
¾ Fear of parent
reporting to
administration
¾ Parent conference
¾ Working on parent
concerns
¾ Teacher/parent
relationships
¾ Parents don’t
understand
¾ Large number of
parent emails
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Time

The amount of time
involved in teaching
outside of contract house

Creating time for to
teachers to plan in PLC
Not having many
meetings to respect
teacher time
Reducing time needed
on campus

Learning
management system
(Canvas)

Major shift in learning
management

¾ Time to plan for
lessons
¾ Grading
assignments
¾ Not enough time in
the day
¾ Working late into
the evenings
¾ Time away from
family
¾ Deadlines
¾ Before/after school
tutorials
communication
¾ Faculty meetings
¾ Preparing materials
and supplies
¾ Balancing work
and personal life
¾ Special program
requirements
¾ Answering teacher
and student emails
¾ Reviewing student
data
¾ Teaching both
remote and inperson learning
¾ Extra duty
¾ Not enough hours
in the day
¾ Time to plan
¾ Learning to
navigate new
learning system
¾ Updating
classroom
curriculum to new
system
¾ Teaching students
to navigate Canvas
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More time require to
plan and execute lessons

Campus Culture

Day-to-day operations
that are specific to a
campus

Dealing with impact of
COVID-19

¾ Troubleshooting
common tasks
¾ Figuring out
differences from
Google Classroom
¾ Improved
communication
¾ Assessment
security
¾ Grading
assignments for
types of learners
¾ Motivating
students to
complete
assignments
¾ Able to talk about
important topics
¾ Pacing curriculum
¾ Student behavior
¾ Students not taking
medicine
¾ Having to teach in
rows due to
COVID
¾ Large classes
¾ The complexity of
a Title 1 campus
¾ Having to
quarantine
¾ Teaching/working
remotely due to
quarantine
¾ Teachers with
underlying health
conditions
¾ Lack of direction
by administration
¾ Increased parent
involvement in
learning
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Q2. What strategies, if any, are elementary and secondary campus leaders implementing to
help teachers manage stress?
Themes

Descriptions

Listening

Listen and supports the
concerns and potential
triggers of teacher stress

Knowing teacher on an
individual basis to
identify specific
stressors

Managing the
impact of teacher
stress

Creating time for to
teachers to plan in PLC

Evidence and
subcategories
¾ Being purposeful
to listen
¾ Talk to teachers
during duty/or
passing period
¾ Meeting with
teachers who are
leaders of the
campus
¾ Action is not
always needed
¾ Develop
relationship with
teachers
¾ Know stressors for
individual teachers
¾ Develop platform
for teachers to
share stressors and
impact
¾ Ensure teachers
know they can
speak up to discuss
stress
¾ Emotional check-in
¾ Eliminate potential
stressors if
manageable
¾ Multiple forms of
communication
¾ Being proactive
versus reactive
¾ Creating more time
for teachers
¾ Respecting
teachers’ time
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Respecting time of
teachers

Incentives and
Programs

Programs to combat
teacher stress

¾ Prioritize teachers’
request to meet
¾ Providing enough
PPE
¾ Showing empathy
¾ Clear and
consistent
procedures and
expectations
¾ Additional training
and resources
¾ Mindful of
assigning teacher
responsibilities
¾ Offer support
¾ Being transparent
with teachers
¾ Serve as a filter
between central
administration and
the campus

¾ Team building
activities
¾ Snack carts
¾ Jeans passes
¾ Teacher shout-out
from parents,
students, and staff
¾ Surprises in
teachers box
¾ Promoting health
and wellness
among teachers
¾ Giving teachers
space
¾ Being creative due
to COVID
¾ Staff lunches
¾ Allowing extra
time for teaches to
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prep (sub
coverage)
¾ Yoga classes
¾ Promoting self-care
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